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, ABSTRACT 
This thesis is concerned with the nature and consequences 
of rule or norm governed behaviour in state high schools in 
Queensland, Australia. The thesis postulates that the in-school 
behaviour of teachers and students is significantly constrained 
by, and in many ways a response to, pressures residing in : the 
social cultural system (political institutions, organized 
interest groups, parents, employers and those members of the 
public who are able to exert influence on educational policy); 
the social structural system (the Queensland Depart:ment of 
Education); and the social system (particular schools). 
These postulates are generated from a theoretical model. 
Figure 3, established through a review of the literature and 
clarified and tested by means of empirical procedures used in 
sample schools and related fieldwork settings. The model uses 
concept labels to depict the types of norms arising in the 
social cultural system, the social structural system and the 
social system. The model suggests that these norms act 
ciimulatively on teachers and students and are in turn, modified 
subjectively by these social actors. 
The thesis concludes, on the basis of the postulates, that 
the consequences of normative pressures vary for students, 
teachers, schools and society. Some of these consequences are 
as follows. For students, schooling is said to be an 
institutionalized routine in which the cognizance of the 
importance of educational achievements merges with norms of 
authority to operationally constrain student behaviour. For 
teachers, cumulative pressures for measurable accountability are 
rendering the process of schooling more complex, pushing teachers 
in the direction of restricted professionalism. Added to this 
is teacher scepticism about current academic practices in 
schools and ambivalence towards the superimposition of legal-
rational control on teaching activities. For the schools, 
normative pressures help to create marked uniformity in 
organization in which actions sanctioned by statutory regulations 
are highly visible. Also, professional standards, arising out 
of the collective and accumulated wisdom of the teaching 
- w 
profession tend to superimpose themselves thereby controlling 
the demands and wishes of the clients, that is the students, of 
schools. Finally, the major consequence of normative pressures 
on schooling for Queensland society is the production of a state 
high school system large, complex and overwhelmingly rational 
and expedient in its organization. The system is said to have 
responded historically, and continues to adjust, to the demand 
for equality of opportunity. Appeals to government and politica 
processes are the dominant motifs endorsed by the society for th 
realization of equality of opportunity through educational 
practice. 
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CHAPTER 1 : THE PROBLEM - THE SCHOOL AS A FOCUS FOR 
NORMATIVE PRESSURES 
INTRODUCTORY REMARKS 
This thesis is concerned with rule-governed behaviour in 
state high schools in Queensland. In sociology, rules are 
referred to technically as 'social norms', which are standards 
defining appropriate behaviour. Norms are of interest to, and 
illustrative of, the core values of the community. Much of 
the discussion about contemporary education is a discussion of 
what is desirable (values) and how organizational arrangements 
should be so ordered to achieve the desirable (norms). This 
thesis focuses on norms rather than values, their sources in 
the social structure of Queensland, and some of their effects 
and consequences for teachers, students, state high schools and 
Queensland society. 
In this opening chapter, the analysis of norms is 
introduced by reference to the socio-political context within 
which educational activities proceed in Queensland. The 
pressures and influences which arise in schools and classrooms 
are intimately linked to this context. Secondly, the state 
school system is shown to be central to recurrent questions 
about the nature and purposes of education. Because there is 
disagreement as well as consensus about norms and values in a 
democracy, the state school system is particularly susceptible 
to the push and pull of social and political influences. The 
organizational arrangements of state schools can therefore be 
examined as an institutional response to these influences. 
The chapter then clarifies the purposes of the study. 
The examination of the normative character of state secondary 
education in Queensland shows how teacher and student behaviour 
in schools is constrained. The importance of the study lies in 
the production of information about the state high school as a 
complete social system, the revealing of links between the 
school social system and the wider social structure, and the 
implications of this for social and educational policy. Five 
broad research questions are established to give direction to 
the study. 
The chapter then outlines the theoretical assumptions 
underpinning the research. It is postulated that social life 
is increasingly subject to normative constraints, that 
behaviour in institutions such as schools is the product of 
a causal chain that links beliefs, to attitudes, pre-
dispositions and intentions, and that the increasing size of 
the Queensland Department of Education mirrors a national 
tendency towards the monopolization of political power in the 
legal-rational machinery of the State. These three tendencies, 
it is assumed have profound consequences for schooling, and 
they must be taken account of by any research into the school 
as a social system. A diagrammatic outline of the purposes of 
this thesis is presented in Figure 1. 
THE SOCIO-POLITICAL CONTEXT OF THE PROBLEM 
In recent years, debates about education in general, and 
about the nature and effectiveness of the publicly-funded 
schools in Australia, have become sustained, strident and 
critical. Bates (1983) has shown how education has become 
increasingly recognized as a system of cultural transmission 
in which the interests of particular groups are simultaneously 
disguised, maintained and legitimated. Similarly, Edgar (19 75; 
1980) has argued that increased public concern about education 
is related to the growing valuation placed by sections of 
Australian society on education. These debates are part of 
an increased general concern in the English speaking world 
about the effectiveness and purpose of schools. 
It is possible to identify a number of more specific themes 
that define the debate about education. These take the form of 
assertions and commentaries about the instrumental function of 
schooling especially as this is vested in literacy and numeracy 
(Husen, 1978; Goodson, 1982); the utilitarian or exchange 
function of schooling particularly as it relates to equipping 
of students with vocationally oriented skills said to be 
necessary for effective, open competition in a restricted youth 
labour market (Bowles and Gintis, 1976; Blakers, 1979; Anderson 
and Blakers, 1983) . Associated with these primary themes are 
concerns about relevance, scope and nature of school curriculum 
(Skilbeck, 1983); the determination of its validity (Collins 
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and Hughes, 1979); and the degree of access to it by pupils, 
teachers and parents (Lawton, 1975; Connell and others, 1982). 
In addition, persistent questions are asked about 
equality of opportunity and its complex relationship to the 
idea of accountability for, despite increased expenditure on 
education, inequalities in terms of access to and participation 
in satisfactory school experiences continue to persist (Foster, 
1981; Johnston, 1983) . Accountability is frequently 
associated with teacher effectiveness and there is much 
discussion about how this is mediated by selection and training 
processes and by the nature and direction of industrial and 
professional pressures (Williams Committee, 1979; Karmel, 1980). 
Further themes in the debate are concerned with the 
organizational and structural properties of schools particularly 
in regard to class sizes, the extent of bureaucratic control, 
timetable constraints, material resources, and the adequacy of 
buildings and grounds (Pusey, 1976; Rutter and others, 1979; . 
King, 1983). Also, the moral responsibilities of schools 
especially as these relate to the imparting of values and 
standards of behaviour to students are frequently called into 
question (Musgrave, 1979; Novick, 198 3) . 
The debates are normative in character. They are about 
the hopes and aspirations, beliefs and expectations that people 
hold for education and its institutional form in a democracy. 
The themes in the debates identified in the previous three 
paragraphs are modern, but in Australia they have important 
historical counterparts. The pattern of education that exists 
in Australia today is the legacy of the working-out of 
compromise educational arrangements at an earlier period. 
Arrangements which responded to the educational questions of 
the times. The modern pattern can be described in terms of 
its institutional correlates, the States/Commonwealth public 
sector, the Catholic education system, the groups of long-
established private, and largely denominational grammar schools, 
and the emergent unaggregated 'free' community schools. The 
fact that Australia has a diverse educational system is 
testimony to the different values people place on education 
and the demands they make for its organization. As explained 
later, publicly funded education in Australia only emerged as 
the dominant educational sector after protracted struggles 
in the nineteenth century. Thus any sociological 
consideration of aspects of debates over schooling must take 
into account the diversity of historically constructed 
conceptions of education. 
This study is directed towards the state high school 
system in Queensland, Australia. In explicating the system of 
public secondary education in Queensland it is clear that many 
of the characteristic features are in part a function of the 
social history of Australia and a response to the developing 
complexity of contemporary Queensland society. This will now 
be discussed in greater detail. 
THE STATE SCHOOL SYSTEM AS A FOCUS FOR NORMATIVE PRESSURES 
In Australia in 1982, the year in which the bulk of the 
fieldwork for this research study was undertaken, 7 8.2% of 
school age children attended wholly publicly funded government 
schools. Each of the states has a Department of Education, 
and a striking structural feature of state education is the 
location of a central administrative headquarters in each state 
capital city. Some schools in outback areas may be over 1,500 
kilometres away from their Department's head office. 
Under Australian constitutional law, education is 
primarily a matter for the states. Historically, the public 
system of education emerged as the dominant sector in Australian 
education after a series of protracted struggles between Church 
and State in the latter half of the nineteenth century over the 
control, objectives and funding of education. A series of Acts 
of Parliament in the period 1872 to 1895 were passed by the six 
colonial governments. These Acts shaped and influenced 
Australian education in such a way that the pattern has not 
altered markedly in almost one hundred years. Indeed, the 
persistence and durability of the public sector of education 
in each state is quite remarkable given the profound changes 
that have occurred elsewhere in Australian society in the 
twentieth century. 
In Queensland the Education Bill of 1860 passed the 
control of primary education on to a Board of General 
Education. In the same year, the Grammar Schools Bill provided 
for the establishment of secondary schools to be under the 
jurisdiction of trustees. These early political initiatives 
were later complemented by the landmark legislation of the 
State Education Act of 1875. This legislation endorsed the 
principle of a system of free, secular and compulsory 
education through a system of state schools for children not 
less than six years of age nor more than twelve. The 
compulsory clauses were not proclaimed until 1900. The Act 
also created a Department of Public Instruction, the fore-
runner of the modern Queensland Department of Education. A 
guiding principle of Australian education, elected government 
or ministerial control over publicly funded education, emerged 
concomitantly with the establishment of the Department of 
Public Instruction. The 1875 State Education Act remained 
operative with minor amendments until 19 64. Under it, and 
under the current legislation (Education Act, 1964-1974), the 
highly centralized, vertically administered system that is 
today's Queensland Department of Education, continued to 
expand its influence to all parts of the State and to increase, 
the magnitude of its intervention in the process of schooling. 
The highly centralized, institutionalized quality and 
relative inflexibility of state education in Queensland is 
2 
potentially both a strength and a weakness. It is a 
potential strength in that it provides, and has provided, 
continuity of educational experience for generations of 
Queenslanders. It is a potential weakness in that similar to 
most centralized government instrumentalities, it is slow to 
accommodate social change, cautious in accepting educational 
innovations, and prone to bureaucratic excess in the 
administration of its everyday affairs. 
Wholly publicly funded education is in many ways more 
visible and more accountable to the taxpayer than private 
education. The Commonwealth and State governments spent over 
$6 billion on government and non-government schools in 1981-
3 
82. In the public sector expenditure increased by 16% in 
the period 1975-1982, which in dollar figures is an increase 
from $4,485 million to $5,207.4 million. This massive 
public expenditure on education must increasingly be justified 
to the variety of interest groups and individuals who are the 
5 
taxpaying public. The customer of state education cannot 
withdraw the proportion of his taxation dollar earmarked for 
education. One effect of this is to create a very vocal 
demand for state education to improve and increase its 
services, a demand frequently tempered with scepticism 
about and criticism of the quality of state education. The 
state school therefore tends to be in the forefront of 
questions concerning national investment in education. 
For the sociologist of education, the state school 
mirrors many of the tensions and pressures of wider society 
and that is why it is of central research interest. Disputes 
about educational objectives and procedures are in part 
disputes about the ideal society. Institutional responses 
to such disputes reflect what is possible and what is 
expedient in a culture. A number of critics of Australian 
society and schooling have not paid sufficient attention to 
long-established influences in the culture. Some critics 
(Branson and Miller, 1979) consider the problems of schools 
to be the exclusive product of the capitalist economy; still 
others (Knight, 1974; Hill, 1977) critique Australian 
schooling by reference to the alienation engendered by the 
rule-structure of schools, as if that rule-structure was 
itself independent of culture; and still others consider the 
organizational climate of schools (Deer, 1980; Eraser, 1981) 
to be central to judgments about the effectiveness of 
Australian schools. The essential point is that any critique 
should at least acknowledge or understand that the pattern of 
schooling in Australia is in large part the product of a 
developmental chain in which centralized government inter-
vention has always been highly significant. It is true that 
schools have their own histories. However, recognition of 
the pervasive influence of government on schooling, a central 
characteristic of Australian society, is essential if 
meaningful sociological explanation of state schools is to be 
forthcoming. 
This study pays particular attention to the cultural 
fabric of Australian society, especially those elements of a 
bureaucratic and legal rational kind that were argued by 
Hancock (1930) and Encel (1970) to be the major constituents 
of the entire pattern of social relations in government and 
public institutions in Australia. These features of 
Australian society therefore are crucial in identifying the 
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state school as a focus for normative pressures. In so 
doing, this study elaborates further the socio-political 
context of educational activity outlined in the previous 
section of this chapter. 
It is not necessary to explain in great detail the 
social and historical forces that brought this feature into 
being. It is of rather more use to focus on the purposes of 
an institution, in this thesis the Queensland state high 
school, and to consider these in terms of the conduct of 
teachers and students within the institution of the school; 
the relation between the school and its parent management 
system of the Queensland Department of Education; and the 
links between the school, through its management system to 
wider Queensland society. 
In this thesis the term 'purposes' refers to three things, 
namely, the attempt by an institution to attain formal goals; 
the attempt by the institution to satisfy clients, in the case 
of schools, the student population, and indirectly, their 
parents' personal goals; the attempt by an institution to 
satisfy its professional staffs', in the case of schools, 
teachers' and school administrators', expressive needs. 
In order to explicate the nature of purposes in an 
education system, it is necessary to become concerned with 
facets of the normative orientation or common 'operational 
morality' that directs behaviour in school. From previous 
arguments it should be expected that this orientation would 
in part be a derivative of the host culture. It should also 
be expected to have a singular quality or recognisable ethos 
that has evolved within the framework of its parent, 
management system. 
In identifying modal patterns of institutional norms, 
variations in the pattern, and individual interpretations of 
norms, it becomes possible to reflect upon the possible 
consequences for such things as teacher and student inter-
personal relationships, school arrangements that facilitate or 
impede the attainment of goals, the justification for certain 
courses of action, the nature of school authority, and the 
character of task allocation and labour specialization within 
schools. 
Behaviour in organizations tends to become repetitive, 
habitual, patterned and predictable. This is particularly 
true in schools where traditional practices have long been 
codified into a conventional wisdom of teaching and learning 
that sharply defines the rights and responsibilities of 
teachers and students along the axes of authority, conformity, 
achievement and status. When organizational practices are 
shared for a long period of time and taken-for-granted by 
members, it is said that organizational members are 
institutionalized. As individuals get caught up in the process 
of institutionalization the need for reflexive, self-conscious 
action and thought tends to dissipate and institutional life 
becomes reified, that is, it takes on a life of its own and its 
meaning is no longer problematic to members or subject to 
scrutiny. As a product of the long process of institutional-
ization, powerful normative pressures, some subtle and some 
very obvious, emerge to influence and to direct behaviour in . 
many cases, and to restrict idiosyncracy or to mediate the 
expressive and dispositional needs of individuals, in other 
cases. 
Rules and regulations, traditions and taboos, customs and 
conventions tend to become a fixed part of the social 
structures that evolve in institutions like schools. Some of 
these become formalized through laws, or regulations made under 
laws. In Queensland, the Education Act 1964-1974 prescribes 
and proscribes for state education directly and less directly 
for private education. Following Horton and Hunt (1972) we 
may say that other influences on behaviour have the status of 
mores, powerfully influential but often non-written procedural 
rules. Behaviour is further moderated by folkways or simple 
normative agreements that people work out, compromise upon and 
renegotiate during the course of everyday institutional 
affairs. 
These controls and constraints have the propensity to 
become a key, constituent part of the knowledge and beliefs that 
people have of an institution. Institutions such as schools 
are greatly differentiated, members varying in status, age, sex, 
power and privilege. It is likely then that knowledge and 
beliefs about the normative structure of schools will vary with 
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school membership. Some rules will be known and understood 
by all, the content of other rules will only be available to 
other members on the basis of their rank, age, and similar 
characteristics. In this sense school knowledge is restricted 
in its availability. A major consequence of this is that 
whether or not the paths of people cross in the conduct of 
school affairs, their lives may well be structured by forces 
that they do not really comprehend, that they are not 
significantly cognizant of, and which remain outside the realm 
of personal dominion. The processes and structures of the 
Queensland state high school can be examined as constituent 
knowledge, and later construed as a particular institutional 
expression of cultural and normative imperatives residing in 
the host or Australian society. I shall now specify the purposes 
of the study. 
PURPOSES AND IMPORTANCE OF THE STUDY 
Need for Substantive Information on the Queensland State High 
School as a Social System. 
The central problem of this study is to identify, and to 
render understandable the normatively-based pressures and 
tensions on the in-school behaviour of teachers and students in 
Queensland state high schools. Subsidiary problems that arise 
out of this primary concern take the form of enquiries into the 
sources of these normative pressures, the knowledge and beliefs 
that students and teachers have of them, and their effects and 
consequences for the student, the teacher, the state high school 
and Queensland society. Following, in the review of the 
literature, this problem is expressed in the form of an 
orienting theoretical model (Figure 3). In that chapter the 
model posits the broadest range of influences on the in-school 
behaviour of teachers and students. 
The study of the theory and practice of Australian 
education is both eclectic and selective. In the sociology of 
education the recurrent theme is 'equality', especially in 
regard to student access to schooling, participation and 
achievement. A very large part of the research effort has been 
directed towards structural explanations for the persistence of 
inequalities (Broom, Lancaster-Jones, Zubryzcki, 1977; Gilmour 
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and Lansbury, 1978; Rosier, 1978; Meade, 1981; Western, 1983). 
This line of research has generally proceeded in advance of 
detailed accounts of structure and functioning of particular 
schools. There is limited information available in Australia 
that is in the tradition of the classic school accounts 
available for analysing educational practice in other 
societies. 
Although useful information on the organizational dynamics 
of the Tasmanian Education Department has been provided by Pusey 
(1976), and general sociological commentaries provided by 
Encel (1970) and Foster (1981), a major gap exists in the 
published research literature in that comprehensive empirical 
accounts of the daily experiences of teachers and students in 
state schools, as these are influenced by both in-school and 
out-of-school forces, are noticeably lacking. One exception 
to this general rule is MacPherson's (1983) account of 
secondary school students in Queensland. However, even the 
recent, much-publicized text by Connell and others (1982) 
which purports to explain how "working-class schools work" and 
how "elite private schools are different" remains heavily 
circumscribed by a dominant concept of inequality and tends not 
to focus on the sorts of constraints that visibly occur in 
schools and which are routinely confronted by pupils and 
teachers in everyday school affairs and which influence their 
knowledge, beliefs and behaviour. In the sociology of 
education in Australia therefore, the marked preoccupation with 
inequality in schooling and its social class correlates has 
deflected research effort away from comprehensive accounts of 
schools as particular kinds of social systems. Clearly, 
educationists and social scientists in Australia are in urgent 
need of studies which provide an explanatory account of the 
internal workings of schools and which are also able to posit 
some structural linkages between these internal workings and 
wider social structures external to the school. 
The need is reflected in a recent call by the Curriculum 
Development Centre (1980) for research into the relationship 
between the aims of schooling, the structure of schools, and 
the cultural fabric of Australian society. Similarly, Bates 
(1983) makes the plea for studies which bridge the gap between 
limited accounts of pupil-teacher transactions and 
deterministic accounts of schooling and economic structure. 
Finally, Edgar (1975) argues that research is needed into 
both the broad, structural variables that reveal the nature 
of educational systems and detailed, micro-level events and 
processes that are encountered daily and routinely by 
teachers and students in schools. 
The Need for Grounded Theory to Inform the Relationship 
Between Schooling and Social Structure. 
A major problem for sociological theory and research is 
that analyses of behaviour in institutions are rarely 
satisfactorily explicated in either cultural or structural 
terms. This claim is based on the writings of Rex (1968), 
Robertson (1974) , Weber (1978), and Giddens (1979) . These 
authors, in similar ways, consider theoretical problems in 
accounts of social behaviour from the standpoint of social 
structure downwards to the individual, or upwards from the 
individual to social structure. These writings also suggest 
that it is rarely appropriate to account for conduct solely 
in terms of personal motivation, subjectively meaningful 
action, or individual ididSyricracy. 'Behaviour' and 'action' 
in places such as schools are always problematic for sociology 
and are not easily conceptualized. In theory-building, 
distinctions must necessarily be made between visible and 
quantifiable behaviours, rational actions and manifestations 
of apparent non-rational actions, and perhaps, even covert 
actions of individuals• Sociological theory always has 
difficulty in reconciling what people actually do with what 
may be identified as a source of motivation for what is done. 
Thus this study cannot consider behaviour in schools as simple 
and unproblematic. 
Through what has come to be known as the 'grounded theory 
approach", the various manifestations of behaviour and its 
sources can be explored. Reference can be made to the influence 
of: cultural phenomena, or the beliefs and symbols adhered to 
by members of a common culture; structural phenomena, or the 
roles and relationships that individuals find themselves 
involved with in institutional life; subjective phenomena, or 
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the personal orientations of members in social systems such 
as schools. 
'Grounded theory' is not exclusively structuralist. It 
does not locate the influences on social behaviour purely in 
social structures external to the individual. Nor is it 
exclusively interpretive in the sense of focusing upon the 
meanings generated by individual actors in social interaction. 
It attempts to generate conceptual categories or their 
characteristics from evidence, and then, reciprocally, use 
the evidence from which the category emerged to more precisely 
establish theoretical constructs. In generating grounded 
theory from, and thus about schools, it is likely that a more 
intellectually honest and comprehensive picture of schools as 
social systems will emerge. The picture so emerging will be 
more intellectually honest because it will illustrate the 
interplay of cultural, structural and subjective influences on 
behaviour, identified in the previous two paragraphs as a 
crucial problem for sociological theory. The picture will be 
more comprehensive because it will inevitably require greater 
access to detail than would a study focusing upon a single 
sociological perspective. The essential point is that the 
theory emerges and develops within the empirical setting, the 
Queensland state high school and the Queensland Department of 
Education, to which it may later be applied. 'Grounded theory' 
addresses what King (1983) has referred to as the "problem of 
meaning". For King a socio-educational theory is meaningful 
when it is embedded in, and a derivative of the social system 
to which it most directly applies. 
The Need for a Comprehensive Methodology to Effectively Reveal 
the Complexity of Influences on Schools. 
The sociological study of Queensland state high schools 
poses two problems. Firstly, there is a requirement to identify 
and to sample constituent actions and behaviours in schools. 
Secondly, there is the subsequent imperative of construing 
these actions and behaviours in teirms of the context of the 
sample schools themselves; the Queensland Department of 
Education; and the wider social structure of Queensland society. 
Given also that the study attempts to assess the school worlds 
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of students and teachers, of both sexes, it is clear that 
single-instrument methodologies lack adequacy. Surveys in 
the form of paper and pen questionnaires may be useful in 
supplying categorical information about schools but they are 
not sufficiently sensitive to tap the 'Gestalt', 'ethos', 
'climate' or 'ambience' of particular schools. That is, 
longitudinal observations and interviews may provide rich 
accounts of the everyday subjective experiences of teachers 
and students but they may generate little information about 
the substantive nature of policy-decisions'and directives 
arising in the Queensland Department of Education. Given that 
schools are complex social systems residing in a many-faceted 
relationship to their communities, data must be gathered at a 
number of locations and from a number of sources representing 
different levels of action and involvement in and around 
schools. 
There is a further related issue. Some school studies have 
been criticized for their imposition of an a priori theoretical 
order on the objects of their research. That is, researchers 
have freely chosen their theoretical ideas and have looked for 
evidence of them in sample schools. For Richer (1975) the 
tendency to use sample schools to generate evidence for a 
postulated input-output relationship is a tendency towards 
researching in a "theoretical vacuum", one in which the research 
remains casual to the measurement characteristics actually 
induced by the empirical environment. Taking account of 
Richer's warning then, this research uses concept generating 
techniques to produce a valid category system, one in which 
the empirical environment of the school is theorized largely 
from the standpoint of the relevant social actors, teachers 
and students. In the measurement sense, the concept-generating 
techniques are themselves open to revision as evidence 
accumulates to shape and modify the original ideas brought to 
the empirical environment. 
Thus it is the position of this study that it is 
important to commence research into schools with a theoretical 
framework composed of a minimally relevant set of social 
science categories. Following Schatzman and Strauss (1973) 
this assertion is based on the belief that meaningful 
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observations of school life cannot occur without reference to 
such established concepts as occupational status, social 
system and achievement orientation. In this study these 
concepts are built into an orienting theoretical model, which is 
presented in Figure 3 in Chapter 2. The influences and 
pressures represented by these concepts emerge from what 
Schatzman and Strauss (1973, p.7) term the "strategic 
decisions, instrumental actions and analytic processes" of 
the researcher "which go on throughout the entire research 
enterprise". The comprehensive approach of' methods in this 
study then is true to what these authors call a "socio-
logically axiomatic base", that school members stand in 
varying relationship to that school, quite probably viewing 
and using it in different ways. 
The Need for School Based Research with Implications for 
Policy. 
Information produced by sociological enquiries into 
schools may be meaningful in its own right. It ought, 
however, to be capable of informing policy. Not necessarily 
in the terms set by decision-makers, but rather in the sense 
that, in this study, sociology has an obligation to clarify 
the social context of education as a prerequisite to the 
formulation of policy. As Bottomore (1975,p.15) has pointed 
out, there is no virtue in producing grand theoretical schemes 
which are independent of reality. Following Bottomore 
therefore, school-based research with implications for policy 
is research which attempts to broaden the public understanding 
of how "social relationships are established, persist, or can 
be changed". This study helps to reveal the social 
characteristics that impede and facilitate learning. 
'Learning' is here used in two senses, firstly, student 
learning of academic subjects and instrumental skills, secondly, 
teacher and student learning of the operations of schools as 
social systems. It also helps to clarify the relationships 
between educational practice and political decision-making 
external to the school. In addition, some light is shed on 
the core values in Australian society and how these can act 
as both a source of achievement and constraint in the 
educational system. 
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Also, the literature suggests that there is a basic, 
unresolved dilemma in modern, public organizations. This 
dilemma has one element consisting of the demand for freedom 
and autonomy, client-centredness and collegial control. It 
has a second contrasting element consisting of pressures for 
effective planning, efficiency, rational coordination and 
accountability. This study identifies and theorizes this 
dilemma in the perspective of Queensland state schools. 
Judgments to constitute policy therefore should be made in 
the recognition, and as far as possible'an understanding of, 
the dynamics of this dilemma. 
Also, the research results might assist teachers, 
students and educational administrators to make choices among 
alternatives relating to school and classroom organization, 
communication patterns between persons of different status 
and authority, and rewards and punishments. Finally, the 
study elaborates the dimensions of the expectation, aspiration 
and opportunity syndrome. That is, the expectations that 
students have for their formal schooling are identified and 
compared with actual conditions in schools. Similarly, the 
convergence or divergence of teacher career and professional 
aspirations is assessed in terms of the actual opportunities 
and barriers existing in the occupational structure of the 
Queensland Department of Education. The conclusions in the 
final chapter of this thesis, and some recommendations 
presented as an appendix may prove useful to decision-makers 
because they are empirically grounded and historically recent. 
I shall next propose five research questions to encapsulate 
the purposes of the study. 
THE RESEARCH QUESTIONS TO BE ANSWERED 
In seeking to understand the nature of schools as social 
systems, this study proposes five major research questions 
which are now listed. They are: What constraints influence 
everyday teaching and learning in Queensland state high 
schools?; Does the source of these constraints reside in the 
social system (school and classroom), the social structural 
system (Queensland Department of Education), the social 
cultural system (policy-making and influencing bodies in 
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Queensland society)?; What knowledge do teachers and students 
have of these constraints?; How is this knowledge used in the 
everyday conduct of classroom lessons?; What are the 
consequences of normative constraints? 
The first question is the most significant one in this 
thesis. The questions are reductionist in form. That is, 
answers to the first question act as a theoretical basis for 
answers to the remaining four questions. From question one, 
empirical counterparts of theoretical concepts emerge and are 
used to elaborate a theoretical model of the normatively-
based influences on teachers and students in Queensland state 
high schools. Questions one and two also act to identify the 
sources of these influences. In so doing they help to 
clarify the relative magnitude of social cultural, social 
structural and social system influences on schooling. 
Questions three and four are concerned with knowledge, beliefs 
and volition, how particular social actors, in this case 
teachers and students, respond and react to the influences on 
their in-school behaviour. Question five assesses the impress 
of society on schooling in terms of consequences for teachers, 
students and the school. I shall now discuss each question in 
turn. 
What constraints influence everyday teaching and learning 
in Queensland state high schools? In using the term 
'constraints' this study refers to the pressures and tensions 
that arise conjointly out of the formal structure of particular 
schools, the Queensland Department of Education, the 
dispositional attributes of particular individuals, and the 
social conditions of contemporary Queensland society. 
'Constraints' are not necessary negative. Rather they may be 
thought of as inevitable strictures and limitations that are 
generated when large numbers of people are brought together to 
be organized into a special kind of service relationship. 
As the nature and form of constraints are central to the 
problem of this study, they are theorized in detail in chapter 
2. 
Does the source of these constraints reside in the social 
system (school and classroom); the social structural system 
(Queensland Department of Education); the social structural 
system (policy-making and influencing bodies in Queensland 
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society)? This question is important in two senses. Firstly, 
it produces information about particular categories of 
influences which are located in their originating contexts. 
Secondly, it is a means of controlling in this study, the 
action-structure dilemma of sociology. That is, the question 
directs the researcher's attention to what proportion of 
behaviour of social actors in schools and classrooms is 
attributable to influences external to the school, and what 
proportion arises in the social system properties of schools. 
What knowledge do teachers and students have of these 
constraints? This question attempts to determine the nature 
of the knowledge, its partiality or fullness, that teachers and 
students have of normative constraints. The question also 
addresses reasons for this partiality or fullness. 
How is the knowledge used in the everyday conduct of 
classroom lessons? In schools it is likely that the behaviour 
of teachers and students is a function of the existence of norms, 
the knowledge that is held for these and their consequences, the 
beliefs that individuals have, and their subjective intentions 
to comply or not to comply with expectations. This question 
attempts to uncover the ways in which teachers and students act 
in consonance with, or discrepant to, conventional expectations 
for the roles of teacher and student (Bidwell, 1972; Harvey, 
1981). Both the predictability and the inconsistency in 
classroom behaviour are the legitimate objects of social enquiry 
for it is in these conditions that the influence of normative 
constraints is most clearly reflected. 
What are the consequences of normative constraints? The 
question is really four-in-one. It logically succeeds the 
previous four questions. It asks about the consequences of 
constraints for the student, the teacher, the school, the 
society. In referring to the consequences for teachers and 
students, the question, mindful of the limits to generalizability 
set by the theoretical assumptions that follow in the next 
section of this chapter, explores the effects of constraints 
on beliefs, hopes, fears, aspirations, expectations and interests 
The question forges a link between these dispositional attributes 
to the behavioural adjustments that teachers and students make 
in the school. In referring to the consequences for school 
and society, the question explores the nature of social relation-
ships that characterize school organization and the 
reciprocity that exists between these and Queensland 
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society. By extrapolation, normative constraints on schooling 
in Queensland can also be considered as a reflection of demands 
extant in wider Australian society. 
These questions are posed in the perspective of 
theoretical assumptions which I will next consider. 
THE THEORETICAL SCOPE OF THE STUDY 
The primary interest of this study is in norms and their 
influence on the in-school behaviour of teachers and students. 
This interest carries with it a number of obligations and 
limitations. Firstly, following Glaser and Strauss (1980) and 
Fishbein and Ajzen (1975) it is assumed that behaviour in 
institutions such as schools is the product of a causal chain 
that links beliefs, formed on the basis of available information, 
to attitudes, predispositions and intentions. Thus the 
totality of a person's taken-for-granted knowledge is the 
ultimate determinant of that person's behavioural responses. 
However, within an institution an individual's predisposition 
towards performing any given practical action is related to 
that person's belief that certain actions involve consequences, 
that such consequences have negative or positive outcomes for 
the individual. In institutions, behavioural intentions are 
mediated by normative beliefs, that is, beliefs that significant 
others hold expectations for the performance or non-performance 
of the behaviour in question. Normative beliefs therefore, plus 
an individual's motivation to comply or not to comply, causes a 
pressure of a subjective kind, a subjective norm, and this may 
become a major determinant of an individual's intention to 
engage in or to avoid practical action. 
The above assumptions are not central to the primary 
enquiries of this study but they do act to complete the 
theoretical model (see Figure 3). A second series of 
assumptions are ideas which indicate generalized sources of 
normative constraints on behaviour in schools. Thus following 
Bates (1983), Foster (1981), Pusey (1976) and Bidwell (1972), 
the increasing size of the Queensland Department of Education 
mirrors a national tendency towards the monopolization of 
political power which concentrates initiative in the legal-
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rational apparatus of the state and in large organizations 
such as trade unions and employer groups. These structures 
increasingly intervene in social life, and the intervention 
is paralleled by decision-making diffused through an 
increasingly complex division of labour. One major result of 
this is that decisions are made by groups. These groups have 
different amounts of prestige, authority, technical expertise, 
and they frequently vary in their allegiance to a recognisable 
constituency such as education. For example, and as will be 
demonstrated later, educational initiatives that 'could occur 
within the schools of the Queensland Department of Education 
in regard to the matter of assessments of student academic work 
lie with at least six groups, the Board of Secondary School 
Studies, Queensland Teachers Union, Queensland Department of 
Education, subject associations, principals and teachers. 
Those closest to academic assessments, the students themselves, 
are largely excluded from initiatives in this area and this 
illustrates the sociological point that individuals are losing 
effective power over their own lives. In occupational 
activities in particular, this thesis advances the view that 
social structures are eroding individual initiative and 
personal autonomy. 
For schools then, these trends may be incurring dis-
enfranchisement between teachers and students, and the 
machinery set up formally in schools to achieve educational 
goals. The disenfranchisement may be consciously noted by 
teachers and students as indicated by their comments and 
frustrations outlined in a later chapter of this thesis. The 
disenfranchisement may also be occurring incidentally as 
reflected in the conduct of classroom lessons described in 
chapter 4 of this thesis. Indicators of this condition include 
various kinds of pedagogical duplicity such as is found in 
advanced mathematics classes where students of below average 
ability, enrolled in the class because of parental pressure, are 
taught by teachers in exactly the same way as they teach high 
ability students. These same teachers will frequently confide 
elsewhere that low ability students really have little chance 
of success in advanced mathematics and that exposing them to 
the Mathematics I and II syllabus is a pointless exercise. 
Other indicators of the disenfranchisement are suggested by the 
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range of diversionary and displacement activities that often 
characterize student in-school behaviour. It is reported later 
in this thesis that students frequently raise their hand in 
class in response to a general teacher question when they do 
not know the answer. Questioning these students reveals that 
they do this on the assumption that they are less likely to be 
personally requested by the teacher to provide an answer than 
they would if they had kept their hands down. More simply, 
students simply camouflage their ignorance, and probably 
anxiety, in a forest of raised hands. Also, students are 
frequently to be seen engaged in laborious copying exercises, 
notes off blackboards, text book chapters, encyclopedias in 
the school library and so on. Casual observations suggest 
these things to be of questionable educational value. Student 
explanations are therefore revealing: it is more important to 
be seen to be doing something purposeful irrespective of the 
intrinsic merits of the activity. 
There are other indicators of strain in the personal 
investment of teachers and students in the process of schooling. 
Despite student and teacher support for social and expressive 
activities to be recognized as validly educational, and 
endorsement of this by important national reports (Curriculum 
Development Centre, 198 0), such activities are frequently 
displaced in the curriculum by the heavy commitment to academic 
subjects. Indeed, the school observations reported later in 
this thesis show a significant emphasis on moral activity and 
curriculum processes. Personally meaningful and organized 
social activities are visible in these schools but they come a 
poor third. Finally it is not stretching a point too far to ^ 
say that there is a general ethos of restricted professionalism 
on the part of teachers, partly evidenced by the dramatic way 
in which schools are vacated shortly after 3.30 p.m. in the 
afternoon, and an unknowing acquiescence to conventional school 
demands on the part of students. The vast majority of students 
simply do as they are told, though they will express, in often 
articulate and sometimes strident terms, to an independent 
third-party such as an educational researcher, the incon-
sistencies and irrationalities, as they see them, in the 
school. 
*The concept of 'restricted professionalism' is also used by 
E. Hoyle, "Professionality, Professionalism and Control in 
Teaching", London Educational Review, 3 (2), 1974, pp. 15-17. 
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Finally, a third series of assumptions and, like the 
first series, peripheral to the central interests of the study, 
are useful in sketching some generaized sources of normative 
constraints residing in the wider social structure. Following 
Parsons (1959), Giddens (1971), Habermas (1973) and Offe (1976), 
social life is regulated in terms of normative patterns which 
are thought of as institutionalized. The ideas in these 
writings are abstract and multifaceted. I have elaborated on 
them in some detail in the review of the literature in Chapter 
2. The line of explanation in these theoretical positions is 
as follows. Firstly, remuneration and rewards and allocation 
to status positions typically have the character of necessary 
incentives which must be provided if continuity and stability 
in social structure is to be maintained. Secondly, initiative 
functions upon which the creation and recreation of achievement 
conditions depend have tended to move out of the economy and 
into the sphere of action of the political system. Thirdly, 
the state therefore has developed an emergent function, one of 
'guaranteeing' prosperity. This can only be done though with 
the help of large non-government groups and under the 
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restrictive conditions that these set. Given then that schools 
are like other institutions and have a role to play in the 
social and economic affairs of the state, the relevant social 
actors, in the case of this study teachers and students, are 
increasingly dependent upon the state and less able to exert 
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discretionary power. I shall now conclude the chapter. 
CONCLUDING REMARKS 
In Chapter 1 I introduced the central problem of this study, 
the identification and explication of normatively-based 
pressures and tensions on the in-school behaviour of teachers 
and students in Queensland state high schools. The problem was 
derived from recurrent socio-political debates about the 
meaning and character of education in Australia; the centrality 
of the state school system in the institutional fabric of 
Australian society, and a concern for explanation of the 
purposes of schooling. The problem of the study was next said 
to necessitate the expression of four major research purposes. 
These included the need for substantive information on the 
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Queensland state high school as a social system; the need for 
grounded theory to inform the relationship between schooling 
and social structure; the need for a comprehensive methodology, 
and the need for school-based research with implications for 
policy. The purposes of the study were then encapsulated in 
five research questions which were, in turn, posed in the 
perspective of three major theoretical assumptions. 
The remainder of this thesis comprises four chapters. In 
Chapter 2, the problem is theorized through a review of the 
literature. The theorization proceeds firstly through a 
consideration of substantive accounts of high schools as social 
systems. Secondly, these accounts are set within recurrent 
theoretical problems in sociology. Thirdly, the literature is 
synthesized to produce an orienting theoretical model. Figure 
3, depicting plausible sources of influence on the in-school 
behaviour of teachers and students in Queensland state high 
schools. 
In Chapter 4 the derivation and nature of empirical methods 
to test the theoretical model in fieldwork settings are 
explained. These methods include computer-based modelling, 
qualitative enquiries in sample schools, document analysis, 
interviews with key education personnel and supplementary 
surveying. 
Empirical evidence produced through the methodologies 
outlined in chapter 3 is reported in Chapter 4. Firstly, 
qualitative data revealing empirical indicators of social 
cultural, social structural and social system influences on 
schooling, thereby answering in empirical terms research 
questions 1 and 2, is presented. Secondly, qualitative data 
revealing the subjective responses of teachers and students 
to the impact of normative pressures, thereby answering in 
empirical terms research questions 3 and 4 is presented. 
Finally, quantitative data, derived from supplementary surveys 
reveals the visibility and generalizability of the theoretical 
model with a wider population of teachers and students thus 
facilitating the making of grounded theoretical inferences 
about the consequences of normative constraints in Queensland 
state high schools. 
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In Chapter 5 the problem of the study is restated and 
the procedural steps leading to its derivation and 
verification are summarized. In the light of Chapter 4's 
grounded theoretical inferences and postulates, original 
assumptions are reworked and judgmental statements, that is 
wider conclusions, about the consequences of normative 
constraints for students, teachers, schools and society are 
provided. The final substantive component of Chapter 5 is 
a statement of suggestions for further research. 
I now turn to a review of the literature. 
END NOTES 
1 Commonwealth Schools Commission, Australian School 
Statistics, First Edition, 1984, Table 1.6. 
1 A diagrammatic representation of the organization of 
state education in Queensland is provided in Appendix 
I. 
3 Although education is regarded constitutionally as part 
of 'States rights' in Australia, the Canberra-based 
Federal government established a legal basis for 
intervention in educational matters by invoking the 
'Benefits to Students' section of the Social Services 
amendment, 5.51 (xxiiiA), to the constitution made by 
Labor government of 1946. Commonwealth government 
influence in education was exercised in 1984 through a 
Department of Education and Youth Affairs, the Tertiary 
Education Commission, and most importantly, the 
Commonwealth Schools Commission which, amongst a range 
of functions, disburses capital and recurrent grants 
to schools in each Australian state. For further details 
see: I.K.F. Birch, Constitutional Responsibility for 
Education in Australia. Canberra: ANU Press, 1975. 
4 Commonwealth Schools Commission, Australian School 
Statistics, First Edition, 1984, Table 5.11. 
5 Chapter 4 of Volume 1 of the Williams Committee Report 
summarizes these issues on the basis of submissions from 
community groups. Pertinent comments made by the 
Committee include: economy and society have changed and 
education has become progressively "ill-adapted" to life 
as it is now; the loose notions centreing about school 
autonomy has made school leavers less motivated and less 
employable; although only a small minority of secondary 
students proceed to academic tertiary education, the 
schools cater for them rather than the .majority due to 
the location of educational policy in the hands of 
educationists not accountable to the community. See: 
Education, Training and Employment (Williams Committee 
Report), Vol'omes 1, 2 and 3, Canberra: Australian 
Government Printer, 1979. 
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I See for example C. Lacey, Hightown Grammar. Manchester 
University Press, 1970. Also R.A. King, Values and 
Involvement in a Grammar School. London: Routledge and 
Kegan-Paul, 1969. Australian studies that have attempted 
to link under-achievement, reduced participation and 
inequitable representation of lower socio-economic status 
groups in the education system, to wider inequalities in 
Australian society include: D.M. Toomey, "What Causes 
Educational Disadvantage?", Australian and New Zealand 
Journal of Sociology, 10(1), 1974. R.W. Connell and 
others. Making the Difference - Schools, Families and 
Social Division, Sydney: Allen and Unwin, 1982. P. 
Carpenter, "Type of School and Academic Achievement", 
Australian and New Zealand Journal of Sociology, 21(2), 
1985. 
7 These groups are named differently and given different 
emphases in the literature according to the actual 
viewpoint of writers. Claus Offe for example identifies 
representatives of capital and labour, approximating to 
the Confederation of Australian Industry and the 
Australian Council of Trade Unions in Australia, as 
crucial to a government's ability to negotiate the 
price of labour. These and other groups such as the 
Catholic Education Commission and the Australian Council 
of Stats School Organizations, are groups to which the 
State has delegated power. The theoretical analysis of 
this process is pursued by C. Offe, Industry and 
Inequality^ London: Edward Arnold, 1976. 
i The study of norms poses conceptual and logical problems. 
Social life, in being social, i_s constrained behaviour. 
This is not to say that the magnitude of constraint, 
particularly in regard to those elements of constraints 
that take form in the external regulation of social life, 
cannot increase. Galbraith has argued for example, that 
"it is not to individuals but to organizations that power in 
the business enterprise and power in the society has passed" 
and that contemporary society can only be understood as an 
"effort, wholly successful, to synthesize by organization a 
group personality far superior for its purposes to a 
natural person ..." See J.K. Galbraith, The New Industrial 
State, London: Hamish Hamilton, 1967, p. 61. 
Volume 11 of the International Encyclopedia of the Social 
Sciences devotes a complete section (pages 204 - 211) to 
norms and the implications for theorizing psychological 
and structural freedom and constraint in social systems. In 
addition, attention is drawn,as evidenced by the following 
citation, to disputes in sociology, over the meaning and 
nature of norms. "Given the irreconcilable views of the 
two schools, it is not surprising that conflict sociologists 
and functionalists have opposing views on the fundamental 
questions in the study of norms". International Encyclopedia 
of the Social Sciences, Volume 11. Macmillan and the Free 
Press, 1968, p. 211. 
Contemporary expositions of norms, drawn from the literature, 
are provided in chapter 2 of this thesis. Additional 
characteristics of norms are delineated by R.T.. Morris, 
"A Typology of Norms", American Sociological Review, 21, 1956 
pp. 610-613. The generalizability and viability of norms 
is considered by J. Gibbs, "Norms: the Problem of Definitior 
and Classification", American Journal of Sociology, 70, 1965, 
pp 586-594. 
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CHAPTER 2 : CONCEPTUALIZING NORMS IN QUEENSLAND STATE HIGH 
SCHOOLS - THROUGH A REVIEW OF THE LITERATURE 
INTRODUCTORY REMARKS - THE PURPOSES OF THE REVIEW 
The reader will recall that in Chapter 1 the central 
problem of this study was identified. That is, the study 
attempts to identify, and to render understandable in a 
theoretically meaningful way, the normatively-based pressures 
and tensions on the in-school behaviour of teachers and 
students in Queensland state high schools. The literature 
review therefore must firstly consider substantive accounts of 
the high school as a social system, in which the concept of 
norms is viewed as a central component of that system. This 
is consistent with the theoretical assumptions outlined on 
pages 19-20 of Chapter 1. In particular, the third 
theoretical assumption, that social life is regulated in terms 
of normative patterns, which are thought of as institutional-
ized, is informed, and as will later be demonstrated, 
supported, by studies that focus on the high school as a 
social system. 
There are obligations in analysing the high school as a 
social system. In order to construe the normatively-based 
pressures on the in-school behaviour of teachers and students 
in Queensland state high schools generalized conceptions of 
school norms must be considered. This requires minimally, a 
review of studies located broadly within the consensus-
structuralist and organizational theory traditions, the 
perspectives in sociology which emphasize the concepts of norms 
and social systems. It also requires a review of studies 
conducted in Queensland and Australia that consider attributes 
of schools to be derived from, and reflective of, the fabric 
of the host culture. In Chapter 1 in the section entitled 'The 
State School System as a Focus for Normative Pressures', close 
attention was drawn to the cultural fabric of Australian 
society. In Parts 1, 2 and 3 of Section A of this review 
therefore, normatively-based pressures on schooling are 
construed from generalized theoretical and empirical accounts, 
some of which owe their allegiance to the structuralist and 
27 
organizational theory perspectives; and more specific accounts 
which transform theoretical conceptions of norms into 
empirically derived exemplars for the schools of Queensland 
and Australian society. 
There is a further problem. Studies which focus on norms 
and social systems can easily become reified, structuralist 
accounts of social behaviour. More simply, in the case of 
schools the pattern of interaction within the school could be 
viewed too easily as determined by external agencies. I return 
the reader therefore to a consideration of the first 
theoretical assumption posited for this study and outlined on 
page 19 of Chapter 1. This assumption considers behaviour in 
schools to be the product of a causal chain linking beliefs, 
formed on the basis of available information to attitudes, 
predispositions and intentions. Moreover, normative beliefs, 
that significant others hold expectations for the performance 
or non-performance of certain actions, helps to create a 
pressure of a subjective kind, a subjective norm, and this may 
become a major determinant of an individual's intention to 
engage in or avoid certain behaviours. 
Whilst this assumption is not critical to the primary 
concerns of the study, it is of sufficient importance to be 
reviewed through the studies of Parts 4 and 5 of Section A 
which take the person, rather than social structure, as the 
unit of analysis. An accumulated body of literature has 
considered behaviour in schools from the standpoint of the 
•actor', rather than from the standpoint of the social system. 
Indeed, in a number of these studies 'social system' is not a 
given, it may be located in the fluid and dynamic interactions 
that occur between two or more people. It logically follows 
that norms, as standards or rules defining appropriate 
behaviour, are subject to change and modification. This 
notion must therefore be theoretically reconciled with the 
central problem of the study, normatively-based pressures and 
tensions on the in-school behaviour of teachers and students 
in Queensland state high schools, in the following way. A 
concern with social structure, or a concern with the person 
as the unit of analysis, will lead in a particular direction. 
As indicated in the second theoretical assumption of this 
study, outlined on page 19 of Chapter 1, the direction in 
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which this study is proceeding, is that which indicates 
generalized sources of normative constraints, in social 
structure external to the school and in social interaction 
internal to the school, on behaviour in schools. 
The reasons for the study taking this direction 
constitute the second major purpose of this literature 
review. The nature and origin of social behaviour, in social 
structures external to the individual, or in the mutually-
oriented interactions of social actors, is disputed within 
sociology. Social theorists choosing to emphasize the 
influence of norms deriving from agencies and social 
structures external to the individual, are said to hold a 
structuralist orientation. Consensus (sometimes referred to as 
'functionalism') and conflict may be viewed as the social 
processes dominantly produced by norms in structuralism. 
Social theorists choosing to emphasize the influence of norms 
deriving from the mutually-oriented actions of social actors are 
said to hold an interactionist orientation. More formally, 
these theorists are referred to as Symbolic Interactionists 
and Social Phenomenologists. As Cuff and Payne (1979, p.188) 
have pointed out, there is no scientifically absolute way of 
proving the validity of any one perspective. Indeed, Reid (1978, 
p.247) has claimed that the different perspectives in sociology 
are mutual and complementary rather than exclusive and opposed. 
Norms then, as the central interest and problem of this study 
must be conceptualized in the light of theoretical dilemmas 
within sociology. What can be said about norms in schools is 
what can be said about norms in sociology. 
This then leads to the third purpose of the review of the 
literature. The literature must contribute to a theoretical 
model that provides a framework for the analysis of behaviour 
in schools. The model must be consistent with and reflective 
of, the theoretical assumptions outlined in Chapter 1. It must 
also act to direct the research questions, especially questions 
one and two on page 17 in Chapter 1. Research question one it 
will be remembered asks: What constraints influence everyday 
teaching and learning in Queensland state high schools? The 
focus on 'constraints' in this question is a focus on the 
pressures and tensions that arise in particular schools, the 
Queensland Department of Education, the dispositional 
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attributes of particular individuals, and the social 
conditions of contemporary Queensland society. In a 
theoretical sense the question also confronts the major 
dilemma in sociology for it remains open to the possibility 
that behaviour in schools is a joint product, the result of 
interactions within the school and influences from external 
agencies. In deriving a theoretical model then, from the 
literature, the 'openness' of the first research question 
must be maintained. The model must reflect the central 
concerns of this study with norms, and their location in the 
social system of the school and classroom, the social 
structural system of the Queensland Department of Education, 
and the social cultural system of the policy-making and 
influencing bodies in Queensland society. The final part of 
the review of the literature therefore is devoted to locating, 
from the published work, theoretical emphases relevant to the 
purposes of this thesis expressed in Chapter 1. An 
accommodation of these emphases is built into an orienting 
model. Figure 3, which depicts plausible sources of influences 
on the in-school behaviour of teachers and students. 
A diagrammatic representation of the purposes of the 
review of the literature is outlined in Figure 2. I will now 
proceed to review the literature in a manner consistent with 
this representation. 
A SUBSTANTIVE ACCOUNTS OF THE HIGH SCHOOL AS A SOCIAL SYSTEM 
The Social System Properties of Schools 
A significant part of the sociology of education 
literature focuses upon the school as a relatively discrete 
social system, possessing some management autonomy, and acting 
as a mini-society through its sex-age cleavage and status-role 
structure. This literature has accumulated in most Western 
countries to present a comprehensive image of the school as a 
particular kind of service organization. Since the appearance 
of Gordon's (19 57) study of the American high school, attention 
has been increasingly focused upon the consequence of system-
membership for the primary incumbents of status-role positions 
in schools - namely students and teachers. 
FIGURE 2 A DIAGRAMMATIC OUTLINE OF THE PURPOSES OF THE REVIEW OF THE 
LITERATURE 
THE CENTRAL PROBLEM OF THE STUDY IS 
FRAMED WITHIN: 
THREE MAJOR THEORETICAL ASSUMPTIONS 
THAT DIRECT THE LITERATURE REVIEW TO: 
A CONSIDERATION OF STUDIES FOCUSING 
UPON: 
LEADING TO THE ESTABLISHMENT OF A 
GENERAL OR ORIENTING THEORETICAL MODEL 
FOR THE ANALYSIS OF BEHAVIOUR IN SCHOOLS 
THAT INCORPORATES: 
IDENTIFYING NORMATIVELY-BASED PRESSURES ON QUEENSLAND 
STATE HIGH SCHOOLS 
BEHAVIOUR IN SCHOOLS IS THE PRODUCT OF A CAUSAL CHAIN 
LINKING BELIEFS. ATTITUDES. INTENTIONS AND SUBJECTIVE NORMS 
THE MAGNITUDE OF GENERAL NORMATIVE CONSTRAINTS ON 
BEHAVIOUR IN SCHOOLS IS INCREASING 
SOCIAL LIFE IS REGULATED IN TERMS OF NORMATIVE PATTERNS 
WHICH ARE THOUGHT OF AS INSTITUTIONALIZED 
THE SOCIAL SYSTEM PROPERTIES OF SCHOOLS AND THEIR 
EMPIRICALLY DERIVED COUNTERPARTS FOR QUEENSLAND AND 
AUSTRALIAN SCHOOLS 
THE ACTOR" WITHIN THE SOCIAL SYSTEM OF THE SCHOOL AND THE 
DYNAMIC NATURE OF NORMS 
MAJOR THEORETICAL PROBLEMS IN SOCIOLOGY CONCERNING THE 
INFLUENCE OF ACTION' AND STRUCTURE' ON BEHAVIOUR IN 
INSTITUTIONS 
INFORMATION ABOUT THE TYPES AND SOURCES OF SOCIAL 
INFLUENCES ON SCHOOLS 
A RECONCILED POSITION ON THE INFLUENCE OF ACTION' AND 
STRUCTURE' ON BEHAVIOUR IN SCHOOLS 
AN EMPHASIS ON THE SOURCES OF NORMATIVE INFLUENCES 
MEANINGFUL TO THE CENTRAL PROBLEM OF THIS STUDY 
METHODOLOGICAL DIRECTIONS FOR THE FIELD WORK PHASE OF 
THIS STUDY 
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As a scenario to views on the schools as a social system, 
the paper by Elboim-Dror (1973) construes the education 
service in terms of three sub-systems - the policy formation 
system, which includes the dominant elements of society such 
as the political and legal machinery; the management system, 
which includes the organizations of education departments and 
the formal structuring of roles and expectations; and the 
implementation system, which takes as its unit of analysis 
individual schools and the patterns of interaction that occur 
therein. 
Elboim-Dror's study focuses attention on the centrality 
of concepts of 'authority' in studies of schooling. The theme 
is exemplified in studies which construe the teacher's role 
(Musgrove and Taylor, 1969; Wilson, 1972; Purvis, 1973), 
analyses of the significance of the educational administrator 
(Kerr, 1964) and studies of the relationships between schools 
and their client populations (Lawton, 1975; Hurn, 1978; Ahier. 
and Flude, 1982) . These studies identify norms of authority 
as components crucial to the conceptualization of the school 
as a social system. 
Katz (1965) and Bidwell (1972) extend this analysis to 
provide accounts of the school as a service organization and 
the implications for school structure that this entails. 
Professional norms and standards, public wishes or the general 
demand for accountability, and financial efficiency are the 
organizing ideas for the concept of the school as a social 
system and both authors are sensitive to the external 
determinants and influences upon the school. Borrowing an 
idea from Gouldner, Bidwell saw the effect of the "small 
society" of the school, mixing with its vulnerability to an 
external environment, pushing the formal structure of the 
school in the direction of a "punishment-centred" rather than 
"representative" democracy. Thus the school system for 
Bidwell is marked out by: teacher dilemmas related in part 
to affective or particularistic treatment of pupils, 
tendencies in classrooms towards debureaucratization as a 
countervailing force to administrative pressures, and schisms 
in authority-relationships arising out of the rigid separation 
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of "offices" such as teacher, principal, inspector. For 
Bidwell three manifestations of authority, public trust, 
bureaucratic office and collegiality, form the prevailing 
social system condition in schools. Recognition of this 
condition means that schools attempt to channel parental 
pressure in organizationally acceptable ways through the 
Parent Teacher Association, to produce rules that prevent 
client-demands from defining client welfare. That is, 
maintaining sufficient latitude between public constituency 
and professional judgments to create a process of control 
that is a "question of maintaining under powerful counter-
pressures a rationalized means of dealing with client-
variability" (p.1012). 
These studies support the conceptualization of schooling 
and social life posited in the second and third theoretical 
assumptions presented in Chapter 1. Of special note is the 
view that the school internal structure is in significant 
measure a response to the external environment. This 
reciprocity, it is contended in this thesis, is an indicator 
of the school's function as a socialization agency. The 
school may be seen as a system of norms, the learning of which 
is functional for effective participation in society. Authors 
do, as may be expected, vary in their conceptual specification 
of this general principle and their degree of approbation of 
its consequences. That is, learning norms in the school social 
system may be functional for participation in society but the 
means through which this occurs may not necessarily be judged 
identical. 
For example, Dreeben (1968) contends that the school is a 
self-contained system producing principles of conduct. 
Implicit in the contention are three assumptions: tasks, 
constraints and opportunities available within social systems 
vary with the structural properties of the system; 
individuals who participate derive principles of conduct 
(norms) based on their experience in coping; the content of 
the principles varies with the system but contributes to the 
internalization of norms of achievement, independence, 
universalisra (coming to accept being treated as a member of a 
category) and specificity (obligation to narrow or broaden 
one's orientation towards significant others). 
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The work of Boocock (1972) and Husen (1979), alternatively, 
makes student learning a focus for enquiries into the nature 
of school structure. Odd as it may seem, this is fairly 
unusual for the sociology of education. Boocock examines 
extra-school variables, home background, age, sex, etc. on 
student learning and how these are accommodated into visibly 
recognisable features of schools. Husen relates the features 
of school systems to the ascendancy of an ideology of academic 
aspiration and achievement in Western culture. The school has 
had to respond systematically and structurally to: exponential 
increases in enrolments in the 1950s and 1960s after a long, 
slow period of linear growth; the increasingly meritocratic 
nature of highly industrialized society and the perspective of 
education as a crucial component of economic growth; changes in 
the 'appearance' of adolescence and the role of the teacher in 
tandem with the increases in the size of school units, where a 
sufficient range of courses implies a minimum number of 
specialist teachers and hence a minimum number of classes at 
each grade level. 
For Husen the increasingly systemic nature of the school is 
a trend to be deplored. 
"I submit that these are indications of a progressive 
institutionalization and bureaucratization of the 
school which are outcomes of centralization and 
institutional growth. In modern industrial society 
these processes are largely independent of the 
particular social order. I further submit that such 
a development is counter to genuine educational 
pursuits which have to occur in the small group 
settings with its needs of informality, flexibility 
and enduring contacts where the central task for the 
teacher is to organize learning opportunities for 
the individual student. The increased 
institutionalization has widened the gap between 
school and society. Thus an overriding problem 
when it comes to 'reshaping' particularly at the 
secondary school level, is how to 'de-institutionalize' 
the school so as to bring about better communication, 
a better integration with society at large, not least 
the world of work." 
(Husen, 1979; p.149). 
This comment supports a crucial point embedded in the 
second theoretical assumption on page 20 of Chapter 1 of this 
thesis. That is, the national tendency in Australia towards 
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an increasing monopolization of political power in the 
legal-rational apparatus of the state and in large 
organizations is powerfully influential in shaping the 
normative structure in schools. 
This structure is analysed in detail in other British and 
American contributions. The studies of King (1969, 1973), 
McPherson (1972) and Thelen (1981) have provided rich 
accounts of 'life' inside schools, particularly from the 
perspective of the teacher. Ball (1981) and Turner (1982) 
have provided full, analytic accounts of the comprehensive 
school. The characteristic features that define the com-
prehensive school as a social system are the subject matter 
specialization, the vertical organization, the "doctrine" of 
adolescent inferiority, the downward communication pattern, the 
modal treatment and batch processing of students, routiniz-
ation of activity, dependence on rules and regulations, the 
postponing of rewards to indeterminate points in the future, . 
and the physical arrangement of rooms, chairs and desks. The 
work of Richardson (1973, 1975) continues her foray into the 
nature of legitimate authority, its 'proper' institutional 
expression and adolescent dependence. For Richardson the 
school social system is one depicted by roles, especially 
"feminine" and "masculine", by "uncertainty" in that the 
incumbents of schools, especially teachers, are reluctant to 
acknowledge that they are engaged in the collective management 
of education. The social system processes of most schools can 
therefore be viewed as an unceasing search for non-threatening, 
effective self-government. Whether the 'Moot' of Dartington 
Hall or the 'ambivalence' of a Quaker school is selected as an 
appropriate system-model, the essential problem remains, how 
are authority relations to be re-defined. 
In Richardson's work, and in the studies reviewed 
previous to it, configurations of the school as a social 
system are largely given over to patterns of authority relations, 
to dimensions of formal structure particularly the networks of 
roles and status positions, and to the school's administrative 
arrangements as a response to its external environment. The 
picture presented is one of complex interdependence in which the 
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normative structure, the pattern of expectations embedded in 
roles, is powerfully influential on the behaviour of teachers 
and students. The structure is also highly susceptible to 
the influence of external agencies emphasizing the service 
orientation of schooling. The final component of the picture 
is the condition of "perilous equilibrium", the phrase that 
appears in Waller's (1961) book 'The Sociology of Teaching'. 
The age-sex cleavage in schools, the adult monopoly on power, 
and the dependence of adolescents combines to keep the school 
dependent upon formal norms of authority and obedience. 
In this section of the review I have shown how studies, 
largely operating within the consensus-structuralist and 
organizational theory traditions, derive a conception of the 
school as a social system. I shall now proceed to review 
Australian and Queensland studies which transform the broader 
theoretical conceptions of norms into empirically derived 
exemplars of the social system properties of schools in these 
locations. 
Australian Studies 
In Chapter 1, in the section entitled 'The State School 
System as a Focus for Normative Pressures', some historical 
and socio-political antecedents of education in Australia were 
discussed. On page 7 of Chapter 1, it was indicated that the 
central purpose of this study requires close attention to be 
paid to the cultural fabric of Australian society, especially 
those legal-rational elements that impinge upon education. In 
this section of the review therefore, it is necessary to 
consider studies which focus on aspects of schooling in the 
perspective of Australian society. These can then be commented 
upon for their convergence to, or divergence from, the broader 
theoretical studies of schools as social systems considered in 
the preceding section of this review. Studies which diverge 
may do so because of an atheoretical stance. Alternatively, 
they may diverge in the sense that the treatment of the 
education-Australian society nexus is approached through 
analysis of relatively discrete cultural variables. 
Australian studies of schools as social systems tend 
towards the thematic, focusing on singular attributes of the 
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structure of schools or relating one criterion variable, for 
example age, to the achievement syndrome. This is seen 
currently in an almost singleminded emphasis on 'transition' 
and the 'at risk' student. This type of student is usually 
defined in the literature as the non-academically inclined 
fifteen year old who is expected to complete education at 
the end of Year 10, when compulsory attendance is no longer 
required at Australian, Tasmania excepted, high schools. Much 
of the commentary in this area is critical of existing school 
structures suggesting that the high school is both oriented and 
therefore structured towards the interests of an academically-
able top 25% of the 13-18 age cohort. The 7 5% who are 
presumably not academically able are not well served in either 
their socio-emotional learning experience in school or in their 
formal academic curriculum experiences. Studies which draw 
attention to this are those of Brunner (1982), Collins and 
Hughes (1979) and Collins and others (1980). The contribution 
of Meade (1981), commissioned for the National Enquiry into 
Teacher Education, seems particularly important. 
On a slightly more programmatic note, Blakers (1979) 
assesses the structural provisions for career education and work 
experience programs in Victoria, New South Wales, South 
Australia and the A.C.T. Anderson and Blakers (1983) provide 
a general discussion of school-stayers and school-leavers in 
Australia, their characteristics, their motivations, and their 
school experiences. This work is paralleled by that of Ainley, 
Batten and Miller (1984) which was stimulated by the increase in 
retention rates in Victorian state high schools in 1983. This 
study found that retention rates to Year 12 were higher in 
schools which offered programs alternative to those which 
concentrated upon conventional Group I Higher School Certificate 
(HSC) subjects. Student reasons advanced for completing Year 12 
included a primary emphasis on career prospects and material 
benefits. Intrinsic satisfaction with school life was middle-
ranked. Alternative courses in Years 11 and 12 were highly 
regarded both on the dimension of achievement, relevance and 
status as well as preparation for post-school life. Delin, 
Saunders and Inshaw (1979) postulate that "schooling's new 
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legitimacy" is the Work Experience Program in which Year 10 
students typically work in a selected employment environment 
for two weeks. Rosier's (1978) work prefigured much of this 
very visible structural-systemic change to Australian schools 
since the Federal Government made large sums of money available 
for transition-related programs in 1980 and which crystallized 
under the Labor administration elected in 198 3 into the 
Participation and Equity Program. 
Whilst specifically Australian in content and origin, the 
above studies are consistent with the broader theoretical 
studies identified in the earlier section of this review in one 
major way - they all consider the school's response to its 
external environment. The increased focus on the utilitarian 
aspect of school purposes, that is the school's success or 
otherwise in matching student career expectations to achievement 
and participation is an outgrowth of the problem.s in the 
contemporary youth labour market. The theoretical point, that 
school purposes must respond organizationally, and therefore 
normatively, to pressures in the external social environment, 
is well illustrated in this work. 
Other themes that inform the concept of Australian high 
school as a particular kind of social system are class sizes (La 
Fleur, Summer and Whitton, 1975), teacher industrial militancy 
and changed attitudes to professionalism in the classroom 
(Bessant and Spaull, 1972, 19 76), the mediation of 
student status by the achievement-orientation in schools 
(Palmer, 1972; Mercer, 1974), and peer group participation and 
commitment (Fitzgerald, Musgrave and Pettit, 1976; Simkin, 
1983) . 
The formal organizational properties of Australian schools 
are the target of those educationists interested in the 
possibilities of forward-planning for structural change. 
Finlayson and Deer (1979)have attempted to interpret school 
organizational climate in cross-cultural terms; Ogilvie (1980) 
has reviewed the bureaucratic and organic alternatives for 
school decision-making. Beare (1983) describes a "structural 
reform movement" in Australian schools linked to declining 
enrolments, regionalisation, new forms of governance in 
schools, and pressures for school based decision-making. 
38 
One very well-identified feature of the Australian high 
school social system is its relatively low concern for student 
affective emotional development and student recognition of this 
in responses which indicate some degree of alienation and dis-
enfranchisement from school. This is explored as a side theme, 
their major endeavour is one of explaining response to school 
in social class terms, by Connell, Ashenden and others (1982) . 
For these authors a central attribute of the Australian high 
school as a social system is power. From this vantage point, 
norms are hierarchical with effective coercive power in the 
hands of principals and teachers. This study seems to offer two, 
potentially competing explanations for the nature and origin of 
this power. One is that the formal structure of school itself 
produces relations of dominance and compliance. The second is 
that the stratified nature of Australian society influences the 
shape of and is in part reproduced by, the network of authority 
norms in school. The point is expressed in the following 
citation. 
"This book isn't a de-schooling tract, and we don't 
want to labour a familiar point, but it is worth 
registering again that what the trouble-makers say 
about schools does not come out of an isolated or 
marginal experience- it is based on common 
experience, reported by students who are succeeding 
as well as those who aren't, by students in private 
as well as in state schools. The school is an 
institution that is, among other things, a power 
structure and is felt as such by its students. It 
is capable of intimidating and grinding people down, 
and it often generates resistance and resen-tment." 
(Connell, Ashenden, Kessler, Dowsett, 1981; p.107). 
Hill's (1977) impressionistic grand tour of nine 
Australian schools, mainly within the state sector, largely 
confirmed this system attribute. Hill reported that many 
students saw schooling as a form of coercive blackmail, that 
they are at school because the law says so. For Hill the 
school system is frequently in crisis. 
"He (the student) nails down the vital connection 
between knowledge, power, authority and his own 
freedom. He knows that most kids are at school 
because the law says so. He knows that school 
credentials are necessary to get a job. He sees 
clearly that his teachers are the custodians of 
knowledge and skills which lead to credentials. 
Even a kid can see that the school is mangling 
education when teachers can't tell the difference 
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between the task of maintaining their own 
authority, commanding respect as adults, and the 
process of education. The tragedy is that the 
school itself can't see this." 
(Hill, 1977; p.64) 
In similar vein Novick (1983) concluded that the pupil-
teacher relationship, irrespective of its positive or negative 
nature, was based on the bed-rock belief that pupils are 
subordinate in school. They may test and challenge authority 
on occasions but they seldom contest its fundamentality. 
Kefford (1980) also suggests that the personal dimension of 
schooling is crucial to structural change and the success-
failure of educational innovation. For Kefford the success of 
structural modifications to schools is dependent on the 
personal resources of teachers. This is seen in teacher 
reactions to the pressure of mixed-ability teaching as an 
alternative to streamed arrangements where teacher "needs" are 
frequently ignored whilst structures are changed. 
In all these studies, the recurrent theme of schooling as 
a system of norms is clear. The school as a social system 
appears to generate both its own sets of constraints as well as 
those induced by social, and particularly economic, conditions 
in its external environment. This accumulated research 
illustrates some of the contemporary conceptualizations of 
school norms in Australia. This research also underscores the 
importance of the second major research question of this study 
listed on page 17 of Chapter 1. I will restate the question 
now to give further focus to the remaining part of this 
section of the review. Does the source of constraints reside 
in the social system (the school and classroom); the social 
structural system (Queensland Department of Education); the 
social cultural system (policy-making and influencing bodies in 
Queensland society)? The question has been answered in part 
by the studies reviewed above. Clearly though the question 
requires to be more thoroughly scrutinized from the standpoint 
of the literature that deals not only with schools but which 
theorizes different sources or locations of norms, namely social 
systems, social structures and culture. This largely 
theoretical problem has been touched upon, rather than dealt 
with, in other Australian studies. Some authors attempt to 
construe policy which, by accident or design, bypasses this 
most fundamental of theoretical problems. 
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For example, a current attempt to redefine the nature 
of social relationships in school is seen in the rather dis-
jointed and unclear attempts to further community involvement 
in the organization of schooling. Pettit (198 0) claims to 
show how, in a practical interventionist way, schools can 
become more democratic and accountable by opening doors to 
the community, which really means parentsof children at the 
particular school. Mathews and Fitzgerald (197 5) enunciate in 
party policy terms, the Australian Labor Party's 'vision 
splendid' of schools, and Smart (1978) attem.pts to show how 
increased Commonwealth intervention in schools through funding 
policies obscures states' rights in the matter of education. 
A number of other studies reflect this atheoretical posture. 
Gronn (1981) studies a School Council at work, a conglomerate 
of teachers, parents and citizens set up to supervise the day-
to-day running of schools, a significant development in 
Victoria. Hewitson (1978) considers participative decision- , 
making for teachers in hidden-agenda terms; is it a meaningful 
trend or a mere panacea for teacher unrest and dissatisfaction? 
Hill (1978) relates administrative changes in schooling to 
increased social and political determination to grapple with 
individual differences, to democratize entry to the high school, 
and to loosen the hold of external examinations on curricula. 
Of rather low visibility have been the studies of education 
in rural Australia. The Education Department of Western 
Australia has commissioned a number of studies in this area 
(Dunnell, 1980) and a contribution of the new National Centre 
for Research on Rural Education (Darnell and Simpson, 1982) has 
also appeared. Theoretically, the emergence of studies on rural 
education, like its predecessors, school-based curriculum 
development' and 'multicultural education', can be interpreted 
as an attempt at explanation of links, in this case rural-
geographical links, between school and society. The 
vacillation of theme and fashion that occurs in Australian 
educational research may be considered an indicator of disparate 
and divergent conceptualization, sometimes in the absence of 
theory, of the normative bases of Australian education. 
However, Craig and Cawthron (1981) have summarized the meaning 
of rural education for Australian schools: metropolitan 
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(Adelaide high schools) contain half as many pupils again as 
rural high schools; retention rates in rural schools, 
especially for boys, are much lower than in city schools; 
there are marked differences in the educational and 
occupational aspirations of country students compared with 
students in the city; teachers in rural high schools are 
itinerant, younger and frequently less experienced than their 
city counterparts; teachers in city schools are more likely to 
hold degrees and at each level of status (e.g. deputy principal) 
they are older than teachers holding similar positions in 
country schools. Campbell and others (197 5) writing about 
government schools in Queensland and other states have reached 
similar conclusions. 
Queensland Studies 
Attempts to theorize relationships between schools and 
Australian society must take account of one significant factor. 
As pointed out on page 5 of Chapter 1 of this thesis, the 
Australian Constitution reserves education as part of states' 
rights. Despite increasing intervention from Canberra, 
primarily in matters of supplementary funding, legislation 
' eifcicted in each state is the legal-rational foundation for the 
control, direction and structure of government schools in each 
state. Any theorization of Queensland state high schools as 
normative systems must take account of this fact. Indeed the 
Constitutional arrangements for education in Australia place 
limits on the generalizability of theory for school-society 
relations. In this section of the review therefore it is 
necessary to consider studies which emphasize the particular 
characteristics of Queensland schools. 
State education in Queensland varies in some important 
respects from state-provided education in other states. On the 
one hand the state system is visibly conservative as seen in 
its commitment to such things as the wearing of school uniform, 
the relatively unchallenged persistence of corporal punishment 
for boys, and the proscription of certain unconventional social 
science courses such as Man: A Course of Study and the Social 
Education Materials Project. On the other hand state education, 
indeed - education, for curriculum provision for all secondary 
schools, public and private, is orchestrated by the provisions 
of Section 37 of the Education Act 1964-1974, which outlines 
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the certification functions of the Board of Secondary School 
Studies, is innovative if not radical in the area of school-
based assessments and the structures for these that appear in 
the organization and functioning of school. Some important 
studies have emerged in regard to school-based assessment in 
recent years and they have been the backbone of the research 
effort in the area of societal imposition on the content and 
structure of secondary schooling. 
Before proceeding to this work, I will consider some 
independent studies which have sociological implications for 
the schooling process, similar to those outlined in the earlier 
section of this review dealing with the social system 
properties of schools. 
I do not intend to review the origins of state education 
2 in Queensland as this is adequately documented elsewhere. 
Similarly work which emerged from the aftermath of the 1978 
statewide debates on the MACOS/SEMP issue is largely concerned 
with the socio-political control of the curriculum in 
Queensland and not directly related to the 'in-house' 
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organization of schools. In this section I have therefore 
focused on studies which illuminate other social system 
properties of Queensland state secondary schools. 
The attributes of teachers in Queensland and other 
Australian state schools are reviewed by Campbell (197 5). He 
concluded that they are typically young, inexperienced and 
minimally qualified, though this last condition is likely to 
have changed since the 1975-1976 advent of college-based 
professional degrees for teachers. Campbell concluded that 
secondary schools are problematic because their functioning is 
too dependent upon teachers with few resources of their own. 
In a compendium produced by Macklin, Mohle and Yeates (19 78) the 
role of the Queensland state school teacher is assessed from a 
Queensland Teachers Union point of view and from the standpoint 
of the teachers' systemic location within the Radford scheme. 
Bartlett and Ogilvie (1980) examine the significance of the 
subject coordinator role. They argue that the intermediate role 
for the subject coordinator, between teachers, students and 
principals in organizational space, gives him effective power 
of a political kind. A somewhat tentative proposition is 
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offered - that as Queensland high schools have developed 
around subject work groups, these 'new' social system 
conditions are more powerful in shaping the immediacy of 
attitudes towards teaching and learning. This research has 
phenomenological interest in that it pinpoints teachers' 
primary concerns, their subject teaching, as directive of 
subsequent secondary concerns, satisfaction, job fulfilment 
and ambition. 
Demack (1975) sheds some light on adolescent/student 
response to schooling in Queensland but perhaps the most 
detailed work in this area comes from MacPherson (1980, 1981). 
This researcher proposes the concept of the "feral classroom": 
that is, the classroom is a wild, uninhibited place in which 
a constant joust for status, power and particularly peer 
prestige, is in progress. Norms are not unimportant in this 
study, on the contrary they are seen as significant constraints 
on student behaviour, but emergent classroom norms are seen as 
related to the quest for power and influence among students 
and what constitutes normative conformity in the feral class-
room is defined by dominant students and forced on subordinate 
classmates. "Control status" is seen as the prized commodity 
amongst classroom members and it is to be construed as a form 
of manipulation of symbolic properties of the classroom. 
"Control status" becomes a peer group value in itself, is sex-
oriented, and is a circulating-medium of exchange. Using 
"control status" students are able to by-pass teachers' 
definitions of legitimate activity, define "crawling" behaviour, 
, debunk student conceptions of equity towards classmates, and 
solicit various types of manipulative messages. 
Other, largely unpublished work, includes Andrews (1970) 
on the relationship among self-concepts, motivations and 
Student achievement; Cooney (1976) on senior student role 
conflict and organizational structure; Dunkin (1966) on the 
role of the deputy principal in state high schools; Power 
(1971) on the effects of communication patterns on student 
sociometric status; and L. Parsons (1978) who uses a quasi-
phenomenological approach to analyse some dimensions of the 
social world of the classroom. More concerned with aspects of 
formal structure are Garvey (197 9) on the career expectations 
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and a s p i r a t i o n s of t e a c h e r s ; H i b b i n s (1974) on t h e n a t u r e of 
a u t h o r i t y i n B r i s b a n e h i g h s c h o o l s ; and Whannel (1976) who 
g i v e s h i s a t t e n t i o n t o t h e p r o b l e m of c o l l e g i a l i t y and 
p a r t i c i p a t i v e d e c i s i o n - m a k i n g i n Q u e e n s l a n d s t a t e h i g h 
s c h o o l s . 
In a previous paragraph it was pointed out that much work 
has emerged in response to the complex system of school-based 
assessments that replaced a system of public examinations for 
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secondary school students in Queensland in 1971. The 
replacement of externally administered Junior (15 year olds in 
Year 10) and Senior (typically 17 year olds in Year 12) 
examinations by a system of moderated school assessments has 
had some profound social consequences for schooling in 
Queensland. Internal assessment and broad framework syllabuses 
has meant a marked increase in the administrative work load of 
teachers. The proportion of students choosing to remain at 
school after fifteen has increased with considerable problems . 
for course planning and assessment, especially assessment of a 
normative rather than criterion kind. Doubts about account-
ability have forced some teachers and schools into structural 
patterns that emphasize high marks to the detriment of other 
educational outcomes. 
"The outstanding debit which we did not anticipate 
and it may not arise only from the scheme is that 
too few students of the upper levels are finding 
enjoyment and satisfaction in their study and 
learning. This seems due primarily to their 
perception that their most important task is to 
get high marks in Board (Board of Secondary School 
Studies - a statutory authority separate from the 
Queensland department of Education and responsible 
for the supervision of assessments) subjects in 
the school assessments, because only in this way 
will they be able to take place in the State order 
of merit which will enable them to enter tertiary 
education, or to be a competitor for certain jobs." 
(Campbell and Campbell, 1978; p.77). 
Fairbairn, McBryde and Rigby (1976) reported on behalf of 
the Queensland Department of Education on the effects of school-
based assessments since their introduction in 1971. The major 
conclusions of this study are: teachers see the moderation 
procedures as cumbersome and a constraint on flexibility; the 
competition between individuals and schools has an important 
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inhibiting effect on the actual assessment techniques used in 
schools; 75% of teachers report increases in the frequency of 
testing of student achievement since the inception of the 
Radford scheme; where test frequency in schools is high, test 
anxiety amongst students is higher than under public 
examination regimes; basis of moderation meetings (represent-
ativesof teachers from schools in a geographical region meeting 
to compare samples of student work rates on a 7 point scale) is 
seen as unprofessional by some though this process is 
acknowledged as improving inter-school communication; students 
frequently complain that the distributions of ratings available 
to their schools are pre-determined; teachers are generally not 
satisfied that under Radford they can effectively individualize 
their teaching, especially as their new role decrees that they 
be examiners as well as teachers. 
Reporting independently at the same time, Campbell and 
Bassett (1976) provide information on the consequences of the , 
scheme especially in terms of the moderation procedure. 
"Each school representative is required to bring 
to the district meeting samples of. student work 
within the assessment program of the school, 
together with forms of assessment used, and 
details relating to their administration and 
scoring. Before the meeting the District Moderator 
will have received information on the proposed 
distribution of ratings to students on a scale 
ranging from 1 (low) to 7 (high), but at the 
meeting, the school representative must provide 
details of all scores and proposed ratings, and 
indicate the placement of the students whose work 
is sampled on a listing of all his students in 
order of merit." 
(Campbell, Bassett and others, (1976; p.46). 
The moderation procedure has apparently been a major 
weakness of the school-assessment system shaping teacher-
attitudes towards the meaning of educational standards, 
comparability of student performances in schools and between 
schools, and the 'spotlight' placed on the variation in 
practice between state and independent schools. 
In the light of school and community concern over the 
school-based assessment system, the Scott Report (1978) 
recommended major changes as the "spirit" and "liberalizing 
elements in the Radford proposals have been withstood and 
frustrated" resulting in no significant improvement to 
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"openness" in school climate or to a reduction in the 
"tyranny" that tests and examinations exert upon the school. 
Sociologically then, the debates surrounding the issue of 
school-based assessment are illustrative of the ambivalence 
regarding the achievement orientation in society and how best 
to conflate its practical dimensions into some adequate 
institutional context. 
On page 8 of Chapter 1 of this thesis the term 'purposes' 
was applied to educational institutions. 'Purposes' was said 
to refer to three things: the attempts by educational 
institutions to attain formal goals; the attempts by 
educational institutions to satisfy clients' personal goals; 
and the attempts by institutions to satisfy their professional 
staffs' expressive needs. The studies on aspects of 
Queensland education reported in the previous pages are 
illustrative of the search for explanation of educational 
purposes in the perspective of these three dimensions. The 
studies are concerned with the appearance and the substance of 
the normative orientation of schools in Queensland. In doing 
this, they represent a set of contextually meaningful 
exemplars of the theoretically generalized normative patterns 
outlined in the earlier section of this review. 
The Emergent Interactionist Viewpoint 
In the previous three sections of this review evidence was 
presented for the school as a system of norms. Two recurrent 
themes persisted in these studies. The first was that the 
normative structure of schooling could be considered as a 
response to the demands from the external environment. The 
second was that the educational service orientation of the 
school, its function as a socialization agency, and the age-sex 
cleavage of students and adults within produced a 'small 
society' recognisably rule-bound in character. 
However, as was pointed out in the introductory remarks to 
this review, the problem with this kind of theorizing is that 
it can produce a reified, structuralist account of behaviour. 
That is, school incumbents conform to school produced norms, or 
to rules induced by the external society but represented down-
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wards through the school structure. There is another way of 
viewing norms. They may be produced in social interactions 
in which the predispositions of individuals, their capacities 
for purposeful conduct, and their abilities to communicate, 
are the chief constituents of the social system. From this 
standpoint schools, like other institutions are fluid social 
systems in which social arrangements are constantly being 
worked out by those who operate within them. In this 
perspective individual actors are active in producing norms, 
sustaining and defending them, modifying and changing rules, 
and negotiating roles and their associated expectations. Much 
recent research has illuminated schooling from this standpoint 
and it has provided a basis of comparison with the more 
structuralist literature. I will now consider some of the 
studies within this perspective and, later, expand the comments 
made in the introductory remarks about the first theoretical 
assumption of this study. 
Drawing heavily upon the symbolic interactionism of G.H. 
Mead and his followers, micro-theoretical enquiries into the 
human nature of the classroom have been forthcoming from mainly 
English sources. Central to this work is the proposition that 
society, and thus social life, are organized but fluid, arising 
out of the processes of communication and social interaction 
between participant actors of that society. Schools and class-
rooms are therefore viewed as symbolic environments, mirroring 
symbolic systems elsewhere in society. In these environments 
signs, cues, images, gestures and above all, language, are 
negotiated to produce 'feedback'. 'Negotiation' occurs not in 
the literal sense but rather in terms of the use made of 
perceptual information in the symbolic environment. 'Feedback' 
is the perceptual knowledge outcome of symbolic interaction 
and it is postulated to be crucial for the development and 
maintenance of self-concepts. For Jackson (1969) all the 
incidental and unofficial messages that abound in schools, as 
well as the formal messages, provokes learning of a social 
rather than academic kind. This in Jackson's terms is a "hidden 
curriculum", in which a most important characteristic of 
schooling is, as put by Shipman (1975, p.113) in his 
consideration of the Jackson thesis, "exposure to continual 
evaluation of an impersonal kind". 
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Delamont (1976) similarly suggests that the reality of 
many classrooms is one of "agreed production strategies". 
Citing the falseness of many discovery lessons in school 
science she argues that this type of activity represents a 
"negotiated compromise" between teachers and pupils - i.e. 
a truce situation in which both parties sub-consciously 
agree not to overtly bother the other. A. Hargreaves (1978, 
1979) examines the significance of classroom coping 
strategies and his work raises questions about meaning of 
planned instructional strategies. From this perspective, 
classroom instruction may have more to do with teacher 
survival and getting through the day than with academic 
learning. Similarly, Furlong (1976, 1977) studies the 
"knowledge" that students perceptually apprehend in classroom 
and compares it with the public knowledge that is manipulated 
daily in classroom. The worlds of pupils are private on the 
dimension of perceptual knowledge and it may be true that 
teachers are not too successful in energizing this knowledge 
and converting it into an exchange commodity. Related to this 
but on a rather more abstract level, Hammersley (1977) raises 
the probability that pupils' responses in class, particularly 
to teacher questions, are culturally conditioned, in 
perceptual terms, and that any response is as much a symbolic 
signification of cultural imperatives as it is a function of 
general knowledge. Nash (1976) explores the concept of 
"camouflage" in the classroom and the issues this raises when 
classroom incumbents are seen to act and behave in ways that 
are discrepant to their beliefs. Thus a teacher espousing an 
open education philosophy may act in a conventional, 
authoritarian manner when confronted by pupils in class. 
Similarly, attempts to disguise the differences in pupil 
ability by way of group structures with innocuous labels such 
as 'red', 'green', 'yellow' or 'koalas', 'pandas' and 
'kangaroos' can be shown to be threadbare, even with very young 
children, who are quite capable of penetrating these strategic 
facades. 
Following his earlier work on streaming, differentiating 
students by ability, D. Hargreaves (1972) and his colleagues 
stress the importance of interpersonal relations in schools 
and classrooms. Of particular interest to these authors are 
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the processes by which teachers come to develop well-
structured stereotypes of certain children. According to 
this work "labelling" produces an educationally unsound 
environment in which pupils especially come to settle into 
statuses and to act in ways consistent with the label. 
Also, deviant behaviour is viewed as a construction of those 
with the power to define it, rather than it being a necessary 
derivative of the host culture's normative fabric. 
In a series of papers Woods (1977, 1978, 1979) examines 
the consequences of micro-social processes for dimensions of 
the school's formal structure. Laughter and comedy and their 
orchestration by teachers are seen as crucial components of 
pedagogy. Also the "divided school", the title of Woods' 1979 
volume, may be sought in the mental imagery and perceptual 
apparatus of persons who occupy different symbolic vantage 
points in the school. The work of the Interactionists on 
schooling is brought together comprehensively in Woods' (1983) 
more recent volume. In this book six focusing concepts are 
identified which define the social system properties of 
schools from the interactionist standpoint. Firstly, the 
school has "contexts", which are not simply places for social 
interaction. "Contexts" in schools, for example different 
subject groups, organizational patterns, etc., are both 
enabling and determining. These social situations are capable 
of having an effect on action for the social situation is open 
to the interpretation of social actors. Secondly, 
"perspectives" are the mental frameworks that teachers and 
students use to construct social realities and define 
situations. Thirdly, the "culture" of the school is the 
distinctive way of life, the rituals, symbols, codes of 
conduct, and understandings that mark school life as different 
from other forms of social life. The "strategies" that 
teachers and students use in classroom interaction are a fourth 
focusing concept. They do not refer to instructional 
techniques, rather they arise out of the school culture, link 
perspectives to action, and become ways of achieving personal 
goals. "Strategies" and "perspectives" come together in the 
fifth focusing concept, that of "negotiations". For the 
Symbolic Interactionist, school life is a constant process of 
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negotiation and compromise. These words are not used in their 
literal senses. They refer to the school and classroom as 
places which are dynamic and flexible, teachers and pupils 
encounter symbolic clues, engage in social processes, become 
adept at perceptual activity, and all this leads to a shared 
understanding of the school and classroom as a social world. 
"First, 'negotiations' are not always peaceful, 
marked with goodwill and agreement to find common 
ground. They are often conflictual, marked by 
rancour, and bad feeling, not only concerned to 
optimize one's own concerns, but to belittle the 
other's. Second, in view of this, one is led to 
investigate the relative power of the parties to 
the interaction." 
(Woods, 1983; p.11). 
This citation is interesting for it summarizes the 
Interactionist position in relation to classroom life. It 
also illustrates the frequent criticism of interactionist 
theory, that it fails to satisfactorily deal with the concept 
of power arising out of normative controls in social structure. 
More will be said about this in a later section of the review 
but interactionists bring their analyses of school life to an 
analytical end-point with their sixth focusing concept of 
"career". The "career" of teachers and pupils in schools is 
not simply the running record of their achievement and setbacks. 
Woods describes it (p.13) as the "moving perspective" in which 
the person's life can be seen as a whole. School careers are 
the sum total of meanings generated for the teacher and student 
in the largely symbolic social system of the school. 
As indicated earlier in this review, the work of the 
interactionists is important for illustrating the limitations 
of structuralist accounts of school norms. Work within the 
Symbolic Interactionist tradition provides an alternative 
explanation for the emergence and patterning of roles and 
relationships in school. In performing this function, these 
studies and those reviewed in the next section, demonstrate the 
necessity for the first theoretical assumption of this study, 
that behaviour in schools is the product of a causal chain 
linking beliefs, to attitudes, intentions and predispositions. 
The interactionist work emphasizes the importance of the actor 
in social systems. There is other work, not strictly in the 
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interactionist tradition, that still focuses on the person as 
the unit of analysis. In the case of schools, this work 
focuses on youth culture and it forms a reasonably discrete 
strand in the literature. I shall now consider some studies 
with this emphasis. 
The View from the Student 
As has been shown, much of the literature on the social 
system properties of schools is oriented towards the standpoint 
of the teacher or the formal dimensions of school structure. 
The literature concerned with student standpoints is smaller 
but no less significant. There is in this literature some 
sense of a shift in emphasis, from the view that teacher-
student relationships are the most important in classrooms to 
the view that student-student relationships may be just as, 
if not more, important. Mohle (19 78) in an interview with two 
high school students about "mucking up" puts the point in 
theoretical terms. 
"The reality of everyday life is apprehended 
as ordered and is understood by the one 
experiencing it to be the normal and self-
evident reality. Jenny and Vicki considered 
their experiences of the section of their lives 
called 'school' to be so." 
(Mohle, 1978; p.136). 
In similar vein Murlock and Phelps (19 72) "revisit" 
youth culture and the school. Eve (1975) examines the effect on 
teacher-student relationships of an apparent youth culture, 
Cooney (1976) reviews the conflicts built into the student 
role, A. Hargreaves (1977) considers the autonomy available 
to students under apparent progressive school regimes, and 
Battersby (1979) suggests that student orientations in class 
are a potent influence on the professional socialization of 
teachers. Coleman (1961) is concerned with describing the 
value and clique structure of "adolescent society" and their 
combined effects on scholastic performance and self-concepts. 
His argument is that adolescents form meaningful social systems 
in which energies are directed towards the satisfaction of 
"system rewards". Such rewards include athletics for boys and 
social activities for girls. Both of these it is agreed have 
higher "system value" than scholarship. Coleman further argues 
that these "values" are transmitted from one age cohort to 
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another and that they can act to displace the traditional 
values of schooling. 
The common theme in youth studies is that peer group 
relations are powerful socializing experiences. These 
studies suggest a values and behaviour structure parallel to, 
and potentially different from that of other socialization 
agencies such as family and school. These ideas are 
expanded upon in Lambart (1976), Murray and Dawson (1983), 
and Furlong (1984). The youth studies also tend to point to 
the school as a focus for sharpening student concerns. For 
example, in Moran's (1983) study, the system of sexual mores 
that shape ideas about and attitude towards, -the opposite sex, 
especially in regard to ethnically and culturally approved 
practices of dating and courtship, is thrown into sharp relief 
by sex-differentiation in school. 
These studies also suggest that achievement and 
acceptance of status on the individual's own account rather 
than as a result of the ascription that may occur in the family 
or as a result of formal school structure is crucially 
important to young people. Catsoulis (1981) clearly 
., illustrates this in her analysis of students' affective 
orientations to their teachers. 
"The teachers mentioned most frequently were the 
most liked and most hated, particularly those whc 
were seen to be unduly strict, violent or unfair. 
The major distinguishing factor was the attitude 
of the teachers themselves. Whether they were 
concerned about their students' welfare and 
progress and whether they were fair in both 
punishment and amount of set work were significant 
considerations." 
(Catsoulis, 1981; p.132). 
Other work in the youth studies area assesses student 
response to school in terms of the individual's search for 
spontaneity and relative independence (Anderson and Beswick, 
1975) and the relationship of this to school structure. Other 
literature (Fitzgerald, Musgrave and Pettit, 1976; Bellaby, 
1977) tends to suggest conditions in schools in which 
adolescent activities may continue unrelated to the formal 
purposes of schooling and 'invisible' to the majority of 
teachers. Indeed, the world of adolescents in schools is 
according to some writers (Dale, 1972; Harvey, 1981) , a world 
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in which young people develop skilful techniques for hiding 
their true interests from adults. The potentially dis-
ruptive interference of teachers and other adults is excluded 
or minimized by the social interaction patterns that are 
the preserve of students. One writer's view is as follows. 
"As careerists, pupils construct stocks of 
career relevant knowledge which are subject to 
continuous confirmation or modification through 
on-going social interaction. Such knowledge 
represents a reading of the opportunity structure 
for personal satisfactions that are available from 
the school." 
(Harvey, 1981; p.3). 
Batten and Girling-Butcher (1982) in an Australia-wide 
survey of 14 year olds developed a Quality of School Life 
questionnaire subsequently administered in seven government and 
non-government schools. One component of the school 
environment judged to be critical, for student assessment of 
quality of school life as 'high' (satisfactory) or 'low' 
(unsatisfactory) is the attitude and approach of teachers. 
In this study the quality of school life from the student 
viewpoint relates to experiences bolstering students' feelings 
of importance, the friendliness and degree of acceptance of 
self as exhibited by other students, and conditions where 
student initiative and involvement are encouraged. 
The studies that view the school from the standpoint of 
the student are important in this study for their theoretical 
implications. The substantive findings of these studies suggest 
that students are active respondents to the schools' normative 
structure. They also suggest that students are quite capable of 
creating their own social systems within, and in some cases 
operating in opposition to, the formal structure of the school. 
The characteristics of this system are that the power structure 
amongst its youthful members is one in which all, at first, are 
equal. Secondly it is a system based on emotion rather than 
legal-rational precept and, thirdly, it tends to produce a 
values and behaviour structure that is markedly different to 
that of other socialization agencies. 
As the purpose of the previous four sections of the review 
has been to construe the school as a social system, this final 
section has been necessary to complete the picture suggested by 
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the three theoretical assumptions and purposes of this thesis 
listed in Chapter 1. It is also necessary to make clear that 
the first assumption holds for teachers and students but, as 
has been demonstrated by reference to the above literature, 
the roles of teacher and student remain differentiated. 
Summary Remarks 
In Section A of the review of the literature the 
normative nature of schooling was revealed through an 
application of the broad concept of -'social system'. The 
section argued that a focus on school norms, the expressed 
purpose of this study, necessitated five conceptual under-
takings: firstly, an analysis of the formal organizational 
properties of schools; secondly, a derivation of those general 
properties from the literature on Australian schools; thirdly, 
a consideration of education purposes rendered normative by 
the socio-political context of Queensland society; fourthly, 
a consideration of studies proposing that sbhool norms arise 
out of the myriad interactions that occur between 'actors', 
teachers and students, in school; and fifthly, an analysis of 
the peer relationships that young people use to evolve their 
own social systems, sometimes consonant with, sometimes in 
opposition to, the formal structure of the school. In the 
second part of this review, Section B, I shall show how this 
five-pointed conceptualization of school as social system is 
a function of recurrent theoretical dilemmas within the 
discipline of sociology. 
1 SETTING ACCOUNTS OF THE HIGH SCHOOL AS A SOCIAL SYSTEM 
WITHIN RECURRENT THEORETICAL PROBLEMS IN SOCIOLOGY 
The Action-Structure Dilemma 
In Part A of this literature review, five conceptual 
analyses were derived to produce a holistic representation of 
the school as a social system. These analyses are necessary 
precursors to the second and third major purposes of this 
study, expressed in pagesl2 andl3of Chapter 1. I shall focus 
in this section of the review on the second purpose, the need 
for 'grounded' theory to inform the relationship between 
schooling and social structure, and will return to the third 
purpose later in the review. 
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In paragraph 2 on page 12 of Chapter 1, a fundamental 
theoretical problem in sociology is identified. The analysis 
of social behaviour, particularly as it occurs within the 
institutions of society such as schools, is never able to be 
completely explicated in either cultural, structural or 
individual terms. This is clearly illustrated by the 
diversity of theoretical orientations of the studies reviewed 
in previous sections of this Chapter. Consequently, the 
theoretical focus on norms in this study arises out of these 
three sources of social influence and attempts to reconcile 
what people actually do in schools with what may be identified 
as a source of motivation for what is done. I shall elaborate 
further. 
In a paper by Robertson (1974) the issue of what might 
influence a sociologist's choice of theory is debated. He or 
she may choose a cultural frame of reference in which the 
beliefs, values and symbols of members of a social system are. 
focused upon; a structural frame of reference in which the 
relations between individuals, roles and collectivities in 
particular institutional formats take precedence; a theoretic-
ally 'objective' stance in which the theorist establishes his 
or her own categories and criteria of analysis; and a 
'subjectivist• posture in which the predilections and 
orientations of particular individuals, dyads, triads and 
groups are taken as the point of analytic departure. Robertson 
formalises his position in the following way. 
"I remain committed ... to the view that the 
social/cultural and subjective objective 
distinctions are, not merely as matters of 
empirical accuracy, the major axes of dis-
agreement among sociologists but also constitute 
the basic dimensions of socio-cultural variation 
at the most general level." 
(Robertson, 1974; p.107). 
The subjective/objective distinction is particularly 
interesting because it has to do with what the sociologist says 
is 'true' on the basis of his/her categories of analysis, 
regardless of the actual meaning that behaviour might have for 
members of a particular social system. In this research, as 
indicated in a later Chapter, theoretical constructs are used 
to build links between the cultural and structural frames of 
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reference and to suggest some effects of these on the subject-
ive posture of teachers and students in school. This research 
into schooling then, is attempting to come to grips with the 
nature of social behaviour and the sources from which it 
springs. Sociological theory provides a further range of 
considerations for this purpose. For example, Weber (1978) 
suggested that sociological enquiry must recognize the 
differentiated nature of social motives related to professed 
or ascribed intentions. For Weber the most comprehensible 
type of motivated action was that form of action that seemed to 
be the product of rational judgment and expedient choice. This 
form of action could be seen in the economic functions of 
governments and the repetitive practices of legal and judicial 
administrators. More abstract forms of motivated action are 
those which derive from affective sentiments and which lead 
the individual in pursuit of idealized or 'non-rational' ends. 
A third category of action is that of traditional conduct, 
characterized by unreflective habits, and approaching an 
automatic form of response to situations in which the behaviour-
al expectation has been publicly codified. In this sense, 
'action' is what has always been seen and done as action. The 
Weberian view is as follows. 
"Interpretative sociology considers the individual 
(Einzelindividuum) and his actions as the basic 
unit, as its 'atom' - if the disputable comparison 
for once may be permitted. In this approach, the 
individual is also the upper limit and the sole 
carrier of meaningful conduct ... In general, for 
sociology such concepts as 'state', 'association', 
'feudalism' and the like, designate certain 
categories of human interaction. Hence it is the 
task of sociology to reduce these concepts to 
'understandable' action, that is, without exception 
to the actions of participating individual men." 
(Gerth and Wright-Mills, 1970; p.55). 
In further consideration. Rex (1968) uses the term "ritual 
rules" to describe the pursuit of non-empirical ends, as 
opposed to technical norms involved in the pursuit of rational 
ends, by individual actors. For Rex, a key implication of the 
concept of action is "expectations for behaviour". If these 
can be posited to exist then the social sources from which they 
spring may be more readily identified. These sources include 
the influence of culture, formal norms and emotional response 
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to symbols. For Rex, behaviour is explained therefore if, 
there is evidence that an individual desired the state of 
affairs which occurred as the consequence of his activity; 
there was evidence that the individual desired a particular 
state of affairs and also accepted ritual rules as to the 
way in which the state of affairs should be attained; or if 
there was evidence of the individual being in an emotional 
state and demonstrating certain behaviours as expressions of 
that state. 
Wilson (1974) posed the 'action', nature of social 
behaviour, and 'structure', nature of external influence on 
that behaviour, dilemma, in other terms. He proposes 
normative and interpretive enquiry paradigms for sociology. 
The dichotomy is justified in the following. 
"... in order to account for patterns of action 
in terms of dispositions and expectations it is 
necessary to adopt, implicitly and explicitly, a 
model of the actor that indicates how dis-
positions are related to observed action." 
(Wilson, 1974; p.607). 
Thus research into schools within the normative paradigm 
takes expectations and dispositions as being in predictable 
relationship with the physical situation of actors. In the 
case of expectations, in these physical situations, the 
relationship is an imperative one backed up by sanctions. 
Thus research into schools within the interpretive 
paradigm considers the dynamic nature of social interaction 
occurring between actors. Here the theorist imputes a pattern 
of underlying motives essential for describing situations and 
actions, whilst at the same time examining the individual 
content of actions and situations for the source of motives 
and the nature of their operation. 
The reciprocity between motive and action is also a 
central theme of a statement by Wright-Mills (1963) . His 
viewpoint is that motives may manifest as vocabularies (words/ 
ideas) having particular functions in societal situations. 
Fixed vocabularies of motive - i.e. verbal recognitions and 
expectations of meaning, are said to link anticipated 
consequences and specific actions. 
"The motives actually used in justifying or 
criticizing an act definitely link it to 
situations, integrate one man's action with 
another and line up conduct with norms with 
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another, it is a hypothesis worthyof test (and 
capable of it) thattypical vocabularies of 
motive for different situations are significant 
determinants of conduct." 
(Wright-Mills, 1963; p.445). 
Garfinkel (1967) and other theorists working within the 
broad phenomenological tradition (Cicourel, 1970; Douglas, 
1973) have identified the methodological limitations imposed 
on social research by the 'action-structure' dilemma. 
"Social science theorists ... have used the 
fact of standardization to conceive the character 
and consequences of action's that comply with 
standardized expectancies. Generally they have 
acknowledged but otherwise neglected the fact that 
by these same actions persons discover, create and 
sustain this standardization. This occurs by 
making out the member of the society to be a 
judgmental dope of a cultural or psychological sort, 
or both, with the result that the unpublished 
results of any accomplished study of the relationship 
between actions and standardized expectations will 
invariably contain enough incongruous material to 
invite essential revision." 
(Garfinkel, 1967; p.66). 
The implications of the above citation for this study 
are both theoretical and methodological. In regard to theory, 
idealized conceptions of norms are rationally explicable in 
so far as they are acknowledged and subscribed to by the 
scientific and academic community. Such conceptions however 
are capable of superimposition as operative norms on the 
objects of the research. Methodologically, it remains to 
discover whether idealized norms approximate to the 
'rationality' socially described and sanctioned as rational 
by actors in the research setting. 
More will be said in Chapter 3 about these theoretico-
methodological problems deriving from the 'action-structure' 
dilemma. At this point in the review it is sufficient to 
have illustrated the theoretical tensions in studying social 
behaviour upwards from the standpoint of the actor or down-
wards from the standpoint of social structure. In the next 
section of the review I will theorize the relationship between 
the abstract idea of 'constraint', the central idea of the 
first research question posed in Chapter 1, and norms. In 
doing this the review will move this study closer towards its 
theoretical depiction of plausible sources of influence on the 
in-school behaviour of teachers and students. That is, the 
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framework for a model which incorporates the types of social 
influences on schools, their sources, and how the actors, in 
this case teachers and students, respond to these influences, 
will be uncovered. 
Action-Structure and the Nature of Normative Constraints 
A constraint is a limit on action. It may be self-
imposed or it may be externally imposed as in the case of a 
social norm. A constraint is not only a limit of action, it 
may also be a sense of restriction on feelings and emotions, 
and acting in this way, sharpens an individual's sensitivity 
to social circumstances. Particular interest in this research 
is on norms, that is, constraints produced in social 
structure. However, as indicated in Chapter 1, normative 
constraints have the propensity to become transformed into 
knowledge and beliefs that people have of an institution such 
as a school. 
It is not a prerogative of this study to elaborate upon 
the nature of attitudes and dispositional characteristics of 
individuals as viewed from the standpoint of psychology. The 
work of Fishbein and Ajzen (1975) is useful here in 
reconciling-social influences to individual orientations. 
These authors suggest that performance or non-performance of 
behaviour with respect to some target cannot be entirely 
predicted from knowledge of a person's attitude, i.e. his 
affective and evaluative orientation, towards that object. 
Instead, a specific behaviour is viewed as determined by the 
person's intention to perform the behaviour. This raises, for 
the sociologist, some very interesting questions about the 
factors that influence behaviour intentions. In this study, 
it is postulated that the intentions of persons are a function 
of their beliefs, the source of which is social structure. 
The postulate is elaborated as follows. 
"Normative beliefs (beliefs residing in socially 
structuredexpectations) and the motivation to 
comply (in common social situations) lead to 
normative pressures. The totality of these 
normative pressures may be termed the 'subjective 
norm'. Like his attitude towards the behaviour, 
a person's subjective norm is viewed as a major 
determinant of his intention to perform the 
behaviour." 
(Fishbein and Ajzen, 1975; p.16). 
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Fishbein and Ajzen argue therefore that the in-school 
behaviour of teachers and students is constrained behaviour. 
It is constrained by normative beliefs that significant 
others think self should or should not perform a particular 
action. It is constrained by beliefs, the cognitive 
component representing the knowledge and information that an 
individual has of an object, and differing between individuals 
in terms of the subjective probability to associate objects 
with attributes. School behaviour is also in part a function 
of attitude, the predisposition to respond in a consistently 
positive or negative manner towards an object, and opinion, 
which may be thought of as a verbal or written expression of 
an attitude. Most importantly, in-school behaviour of 
teachers and students is constrained by subjective norms, the 
totality of normative pressure arising from the perceived 
expectations of referents plus the motivation to comply. The 
power of constraints is ultimately expressed through 
intentions, the subjective probability that a student or 
teacher will perform a behaviour in question. These 
relationships are represented diagrammatically in Figure 3 
which appears later in this review. 
These theoretical problems receive considerable attention 
(Aron, 1969; Crombie, 1969; Crozier, 1972; Douglas, 1973; 
Weber, 1978) in the sociological literature. They are 
broadened by Giddens (1976) who prefigures his own analysis 
by outlining Durkheimian axioms. 
"The social world is differentiated from the 
world of nature essentially because of its moral 
character ... This is a very radical disjunction 
because moral imperatives stand in no relation 
of syjmmetry to those of nature, and can hence in 
no way be derived from them; 'action' it is then 
declared, may be regarded as conduct which is 
oriented towards norms or conventions. This 
theorem can then lead in divergent directions, 
depending upon whether the analysis concentrates 
upon actors' purposes or motives, or whether the 
emphasis is placed, as by Durkheim, upon norms 
themselves as properties of collectivities." 
(Giddens, 1976; p.93). 
The "new rules of sociological method" as formulated by 
Giddens include the recognition of power as a crucial, 
inseparable component of action; the acknowledgement of 
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norms as both constraining and enabling; the idea that the 
enactment of moral obligations does not necessarily imply 
moral commitment; and the acceptance of the principle that 
the production of society is always a skilled accomplishment 
of its members. 
Social action is construed by Giddens as produced along 
three dimensions - the meanings that are constituted, the 
morality or rules that govern the interaction, and the 
relations of power. "Purposive" (Giddens' word) or 
intentional acts are those which ari agent knows or believes 
can be expected to produce a result. These are to be 
distinguished from 'interaction', which denotes inter-
subjective communication and symbolism controlled by 
consensual norms. Thus, there is a conjunction between person 
and structure. 
"Processes of structuration involve an interplay 
of meanings, norms and power, logically implicated 
in the notion of intentional act and that of 
structure." 
(Giddens, 1976; p.161). 
The concept of "structuration" means the way in which 
social systems, through generative rules and resources, are 
produced and reproduced in interaction. 
"The concept of structuration involves that of 
the duality of structure which relates to the 
fundamentally recursive character of social life 
and expresses the mutual dependency of agency and 
structure." 
(Giddens, 1979; p.69). 
In dialogue with Parsons'(1959 b)"double contingency of 
social interaction" Giddens argues that norms implicated in 
social systems have at all times to be sustained and re-
produced. This is, in some ways, a phenomenological counter-
part of Parsons' notion of "role expectations" as the 
determinant of action. 
"While I shall not reject the notion of role 
altogether, I certainly shall reject the idea 
that social systems can be usefully understood 
as consisting of roles or their conjunction; 
and the associated thesis, that role, to requote 
Parsons is the 'primary point of direct 
articulation between the personality of the 
individual and the structure of the social system'. 
It is fundamental to affirm that social systems are 
not constituted of roles but of (reproduced) 
practices; and it is practices not roles which 
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(via the duality of structure) have to be 
regarded as the points of articulation between 
actors and structures." 
(Giddens, 1979; p.117). 
For Giddens, theories of action should make more of the 
concept than the Weberian subjectivist position or the 
Durkheimian functionalist tradition. If the lifeless 
relation of "action" and "structure" is to be overcome, 
power must be recognised as "transformative capacity". Thus 
"action" can only be said to exist when an agent has the 
capability of intervening, or refrainin'g from intervening in 
events so as to be able to mediate their direction. Power, 
then is as essential to a sociological concept of action as 
rules, conventions, expectations, habits and so forth. 
Power is a resource drawn upon by agents in the production of 
interaction that ultimately constitutes, or contributes to, 
the structural characteristics of society. 
Glaser and Strauss (1971, 1980) provide additional 
insights into the theoretical dilemjnas facing sociologists. 
It is their view that theory should arise from evidence yielded 
by concrete empirical situations. If this principle is adhered 
to the disjunction between macro-sources for, and micro-
orientations to, social constraints is mediated. For these 
authors, the actions of individual actors must be theoretically 
construed within the behaviour setting within which the action 
occurs. What is proposed is in essence an inductive method 
of theory development and in recent years it has come to be 
known as the 'grounded theory' approach to human behaviour in 
institutions. For Glaser and Strauss, empirical settings 
clearly demonstrate patterns of behaviour which can be 
categorized. The categories themselves can be organized 
according to conceptual labels which denote the properties of 
the behaviour. 
"In discovering theory, one generates conceptual 
categories or their properties from evidence, 
then the evidence from which the category emerged 
is used to illustrate the concept. The evidence 
may not necessarily be accurate beyond a doubt (nor 
is it even in studies concerned only with 
accuracy), but the concept is undoubtedly a 
relevant theoretical abstraction about what is 
going on in the area studied." 
(Glaser and Strauss, 1980; p.23). 
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'Grounded theory' has four primary properties. It must 
closely fit the substantive area in which it is later to be 
used. It should be readily understandable to laymen 
concerned with the area under study. It should be 
sufficiently general to be applicable to a multitude of 
diverse daily situations within the substantive area. It 
must allow the user partial control over the structure and 
process of daily situations as they change through time. 
Raymond Aron (1969) sets the theoretical problems of 
sociology in a historical frame of reference Suggesting that 
the development of 'schools of thought' within the discipline 
tends to artifically compound the action/behaviour/ 
institution problem. The claims and counterclaims to 
objectivity in the elucidation of social phenomena are to be 
contrasted with the complexity and 'vagueness' of such 
phenomena. For Aron, it is not necessary to set a priori 
limits on the sources of action and behaviour. What is 
defined as 'social' may be sought at the level the 
sociologist chooses, whether it be the "part", the "element" 
or the "whole". 
"If one defines the aim proper to sociology as 
the combination and reunion of the study of the 
part with the study of the v/hole, it is easier 
to explain the significant role played by problems 
of delimitation in sociological theory, 
especially in general sociology ... The problem 
of delimitation is not a vain theoretical 
diversion, it is the expression of the central 
problem of sociology as an original science -
sociology whose aim is to comprehend the social 
as such; by which is meant either the element 
present in all social relations or the larger and 
vaguer entity em.bracing and uniting the various 
sectors of collective life." 
(Aron, 1969; p,15). 
The action-structure dilemjna that is at the root of 
problems in sociology has very significant implications for 
theorising the conduct of research into schooling. This study 
keeps in view the postulate that derives from the literature, 
that a scientific understanding of human behaviour in schools 
can be methodologically predicated on an understanding of 
the everyday life and concerns of the teachers and students 
in the school social system. A focus on normative 
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constraints therefore does not blind the enquiry to the 
responses and orientations of individual actors to those 
constraints. Indeed, follov.'ing Schatzman & Strauss (1973), and 
Campbel] and Stanley (1966), a conceptualization of normative 
constraints may arise from the behaviour of the actors in the 
social system. Such an 'Inside the Whale' perspective means 
concepts of constraints emerge and formalize after the 
researcher enters the empirical setting, establishes an 
ethical relationship with the objects of his research, and 
adduces meaning for action as it appears and changes. 
This does not mean that the researcher enters a school 
free of all assumptions and ideas. On the contrary it is the 
position of this research that sociological approaches to the 
study of schools and classrooms should be guided by well-
established precepts in the literature. T.his was a major 
reason for reviewing the social system properties of schools 
in Part A of this Chapter. An expression of this point is as 
follows. 
"From our theoretical framework, v;e cannot imagine 
any noteworthy observations occurring without a 
minimal set of social science categories: Social 
structure, ideology, work, social control and so on. 
Such concepts do not necessarily predispose the 
observer to the direct use or test of any given 
theory, rather they provide only some initial 
order for observing activities that might otherwise 
seem chaotic. Hopefully, categories will, in time, 
move into the background as they arc supplemented, 
or preferably supplanted, by grounded concepts more 
descriptive and analytic of the activities actually 
observed." 
(Schatzman and Strauss, 1973; p.56). 
Different interpretations of this methodological 
position have been arrived at by school and classroom 
researchers. Biddle (1967); McGaw, Wardrop and Bunda (1972); 
Cohen (1973); Scrupski (1975); Wilson (1977); Delamont (1978); 
Boehm and Weinberg (1979); and Hook (1981) differentially 
treat the school and classroom as a social system which 
evidences an externally imposed structure, an internal 
structure, and a series of social functions. Lacey's (1976) 
'backward looking' methodological review of "Hightown 
Grammar" carries theoretical imputations. The processes 
modelled through the concepts of "differentiation" and 
"polarization", of Hightown Grammar may be universals in 
institutions. Levels of analysis, it is also contended,- vary 
with the concepts under manipulation, social class, age cohort, 
sex, achievement, and the "world view" of teachers and 
students simply do not yield to one-dimencional theories or 
single methods of data collection. Similarly, A. Hargreaves 
(1978, p.157) uses the notion of "coping strategies" in an 
attempt to "show how features of the social and political 
structure are institutionally m.ediatcd, experienced and coped 
with by teachers". 
Westbury (1978) identifies the 'uncertainty' arising out 
of the action-structure dilemma. He makes the following 
revealing comment. 
"Given this qualification (that no such thing 
as a conventional classroom exists) what might 
the enterprises of the classroom research that 
I have been discussing here be? First, it is 
not a discussion of classrooms in their imjnediate 
and tangible reality. It is instead a 
discussion of a set of idealized forms and 
properties which can be found by an observer 
lurking in the practices of teachers and class-
room methods; we presume that it is the 
presence or absence of these forms and 
properties which give day-to-day routines their 
efficacy. We are in ether words, using 
theoretical term.s when we engage in any such 
discussions as this one and the problem ic 
that too often we are uncertain about precisely 
what we are doing with such theorizing." 
(Westbury, 1978; p.301) . 
Richer (1975) is also concerned to avoid reifying the 
constraints on schools. A preoccupation with extent theory 
easily leads school and classroom researchers away from 
probing the nature of their own observations and the 
measurement decisions that are implicitly taken into any 
"soft" research setting. It is Richer's contention that the 
complexity of school life demands not a hypothesis testing 
technique but a concept and hypothesis generating technique. 
In examining the seventy-three standard observation and 
inventory instruments that are typically used in the 
observation and interpretation of classroom behavioural 
events, he makes the point that the most effective of these 
are the ones that capture the salient dimensions of the 
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environment from the standpoint of the actors in it. His 
summary position is that the methodological counterparts of 
'grounded theory' produce concepts and ultimately theories 
which are closer to the 'Gestalt' of the school than other 
approaches, such as surveys, and input/output features of 
socio-experimental techniques. 
Summary Remarks 
In Part B of this review I have shown how theoretical 
tensions in sociology, centreing about conceptualizations of 
social behaviour from the standpoint of the actor or social 
structure, reflect the diversity of approaches to the study of 
the school as a social system. It was also indicated that a 
consideration of the action-structure dilemma was necessary 
before a 'grounded' theoretical model depicting plausible 
sources of influence on the in-school behaviour of teachers 
and students could be predicated. In Section C of this review 
therefore, an orienting theoretical model will be so 
predicated. An outline of the skeletal framework of the model 
will be firstly presented. This will be followed by a further 
review of studies which can be allocated to, and thus further 
inform, discrete sections of the model. 
C AN ORIENTING THEORETICAL MODEL DEPICTING PLAUSIBLE SOURCES 
OF INFLUENCE ON THE IN-SCHOOL BEHAVIOUR OF TEACHERS AND 
STUDENTS 
An Outline of the Structure of the Model 
Having reviewed literature relevant to the problems of 
this thesis it is now possible to embody the problem in the 
diagrammatic form of Figure 3. This representation of 
plausible sources of influence on the in-school behaviour of 
teachers and students draws together, and compiles, the types 
of social influences and their sources that are variously 
considered by the literature. I shall now provide a comment-
ary about the interconnections of the various parts of the 
model. 
Following Elboim-Dror (1973), the model establishes an 
analytical point of origin or location for each group of 
influences. The 'Implementation System' is the system of 
schools and classrooms and it is here where such things as the 
age-sex cleavage of teachers and students, the different 
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treatments accorded to students of varying ability, the social 
class position of children, the adult authority vested in the 
teacher, m.ediate the responses of school-members. In this 
research the term 'social system' replaces 'Implementation 
System' as evidence accumulates to identify the social system 
properties of schools. 
The 'Management System' is the organizational entity 
(School Board, Department of Education, Local Education 
Authority) which controls groups of schools and their 
populations. The occupational status of teachers, the 
administration of policy regarding resources, class sizes, 
staff allocations, and curriculum content, and the executive 
control of competition between educational status groups are 
the typical responsibilities of the Management System. In this 
research the term 'social structural system' and referring 
exclusively to the Queensland Department of Education, replaces 
'Management System' as evidence accumulates to identify the 
social structural properties of the Department. 
The 'Policy Formation System' includes the political 
institutions, organized interest groups, parents, employers and 
those members of the public who are able to exert influence on 
educational policy. Direct and tangible influences on education 
may emerge from the Policy Formation System in the form of 
statutes, legal precepts and laws. Less tangible influences 
may be more abstractly experienced in the form of pervasive 
achievement orientation, incremental changes to Acts of 
Parliament, and alterations in the moral or value fabric of 
society. In this research the term 'social cultural system' 
replaces 'Policy Formation System'' as evidence accmnulates to 
identify the social cultural influences on schooling. 
The broad range of social influences previously 
considered in the literature review appear in the model in 
inclusive concept form. Some examples include: 'goal 
inconsistency' or the indeterminacy that exists in society 
over educational policy; 'conflicting role demands' or the 
multiplicity of conflicting demands that confront teachers and 
students; 'colleague control' subsuming the impress of bureau-
cratic control on teachers and students and the lack of 
collegial interaction; 'standardization' or the fixed routines 
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of schools, timetables, rules, subject curriculum, specialist 
room allocations and so forth. The concepts are shorthand 
organizers reducing complex chains of ideas to manageable 
form. This concept naming also has consequences for the 
methodological procedures outlined in Chapter 3. 
The lower half of the model, the section concerned with 
social influences and their sources, reflects the second and 
third theoretical assumptions of this study. This section may 
also be said to direct the first, second and fifth research 
questions posed in Chapter 1 of this thesis. The model suggests 
the cumulative production of normative influences in the social 
system, the social structural system and the social cultural 
system. 
These impact on individual actors, in this case teachers 
and students, in the ways depicted in the upper half of the 
model. This half of the model is theorized from the work of 
Fishbein and Ajzen (1975) and is reported in Section B of this, 
review. It is sufficient to add here the comment that the upper 
half of the model conceptualizes the nature of 'constraint' at 
the level of individual actors. These theoretical relationships 
thus keep in view the first theoretical assumption of this study 
and also help to direct the third and fourth research questions 
posed in Chapter 1. 
In summary the theoretical model incorporates: 
information about the types and sources of social influences on 
teachers and students in schools; a reconciled position on the 
reciprocity of 'action' and 'structure' on behaviour in schools; 
an emphasis on the sources of normative influences meaningful to 
the central problem of this study; and a directional or 
orienting focus to the five research questions posed in 
Chapter 1 of this thesis. To give some additional explanatory 
power to the lower half of the model, which reflects the central 
concerns of this study, I shall add some additional substantive 
ideas from the literature. 
Studies Elaborating Social Cultural Properties of the Model 
Given that the central interest of this study is norms, 
their sources, and their influence on schooling, I now turn to a 
discussion of literature which shows how many social influences 
on the school are located in the social cultural system. 
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In recent years, structuralist analyses of the 
institutional character of society have focused on the concept 
of the 'state'. The approach is related to developments in 
social theory which have included elaborations of Durkheimian 
and Weberian traditions, and expansions of the neo-Marxian 
forms of analysis broadened from a concern for base-super-
structure and economic determinism, to include the expanding 
intervention of government, and quasi-government bureaucracies 
in shaping economic and social processes in society. 
Thompson (1982) summarizing the Durkheimian position, 
conceptualizes the state as the coming together of a large 
number of secondary groups under one authority. Federal 
systems such as Australia pose problems here, but the 
Durkheimian position is that political societies can be 
regarded as "state formations" if they have sovereign 
independence particularly in the area of policy-formulation. 
For Durkheim the state need not grow at the expense of 
individuals, but it should rightly be regarded as the originator 
of particular ideologies, beliefs and ideas. These would then 
be translated through executive decision-making agencies into 
political programs. 
Althusser (1972) argues that the institutional 
expressions of the state - the church, the economy, education 
system, and the military, are part of an "ideological state 
apparatus" which impresses certain ideological views of the 
world on citizens. This notion, the study of Western culture 
as hegemonic, is a recurrent but differentially treated theme 
in Glucksman (1974), Cutler and Hindess (1977), Connell (1977), 
Clegg and Dunkerly (1980), Sassoon (1980) and Giroux (1981). 
Although writers working within this tradition differ in terms 
of their theoretical emphasis, one point of agreement is 
evident. This is, that in the last twenty-five years, public 
intervention in social affairs has increased dramatically in 
most industrial societies especially in terms of the magnitude 
of the executive agencies and quasi-government bureaucracies 
responsible for transforming government welfare policies into 
action. , 
For the purposes of this study then, the social 
cultural dimensions of the theoretical model (Figure 3 ) , draws 
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attention to the disparate nature of socio-political and socio-
economic influences on schooling. I shall elaborate further 
and then proceed to a consideration of studies which depict the 
more singular characteristics of Australian society. 
The third theoretical assumption in this study draws 
attention to the nature of changes in the normative fabric of 
society. Offe (1976) attempts to describe emerging, structural 
conditions in what he terms late capitalist, industrial society. 
These include: the displacement of initiative functions from 
privileged status groups to anonymous decision-making centres; 
the replacement of market-based guiding mechanisms by the 
administrative application of state power; the loss by growing 
total sections of the labour force of their immediate link with 
the sphere of production, resulting in their maintenance 
becoming relatively independent of their performance. This 
work is paralleled by that of Habermas (1973) which contends 
that modern governments must increasingly intervene through 
their executive agencies, education being One, to offset a 
"legitimation crisis". That is, a crisis arising from the 
discrepancy between motives declared by the state and the 
educational system on the one hand, and motivation arising 
elsewhere in society and its strata on the other hand. 
"To the extent that the (social) class 
relationship has itself been repoliticized and 
the state has taken over market replacing as 
well as market supplementing tasks (and made 
possible a more elastic form of production of 
surplus-value) class domination can no longer 
take the anonymous form of the law of value. 
Instead it now depends on factual constellations 
of power whether, and how production of surplus 
value can be guaranteed through the public sector 
and how the terms of the class-compromise look. 
With this development crisis tendencies shift 
from the economic to the administrative system." 
(Habermas, 1973; p.6 8) . 
Similarly, other theorists, Avineri(1969), Bell (1976), 
Dahrendorf (cited in Cuff and Payne, 1979), argue that as 
social class boundaries diffuse, the symbols associated with 
rising aspirations and expectations among the civil public, 
credentials, material goods etc., assume a scarcity value 
coupled with a rising level of demand for access to them which 
is ultimately proportional to the need for legitimation. The 
government must invoke 'legitimate' action when the demand for 
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•meaning'/ as represented by the symbols, outgrows the supply of 
such symbols, particularly when a contracting economy demands 
wage-discipline and material-restraint on the part of the work-
force. This is one basis of explanation for increasing 
magnitude of education systems. Jessop (1977) and Ferraresi 
(1981) summarize the institutional transformation of the state 
in recent literature. The "before", the nineteenth century 
laizzez-faire state operating in conditions of free-market 
capitalism, and "after", contemporary interventionist state 
operating on behalf of multinational, monopoly capitalism, . 
models are subject to wide treatments by authors of differing 
political persuasion. Economic motives are still central to 
modern theories of the state but social motives are increasingly 
given prominence in such theories. 
The "neo-corporate state" is one in which decision-making 
bodies are created to include representatives of groups whose 
opposition to policy could become crucial if their potential to 
oppose was not neutralized or depoliticized. 
The "fiscal comprehensive state" is the one that 
disciplines the interests of independently motivated financiers 
and entrepeneurs, allocates socio-economic priorities, and 
assesses social needs which must be satisfied without 
jeopardizing the system itself. 
The "cooperative centralist state" is one in which co-
operation between government and monopoly capital produce 
centralized decision-making power in the cabinet and its 
executive agencies, resulting in a weakening of the Legislature, 
and in general of those agencies corresponding to local 
interests, which in turn brings about a decline in the 
democratic character of government. 
The implication deriving from this work is that the 
structure of schooling is embedded in the social and economic 
motivations of the state. Normative constraints in schools are, 
from this standpoint, a function of the intervention of 
governments in the economy and welfare. 
Following mainstream theoretical studies in sociology, 
recent studies in the sociology of education (Entwistle, 1978; 
Karabel and Halsey, 1979; Demaine, 1981) analyse influences on 
schools rising in the social cultural system. Also, drawing 
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intellectual support from the orientations of phenomenology 
and its particular variant called 'the sociology of knowledge' 
Young (1971)and Young and Whitty (1977) draw attention to the 
persistence of the social and political context in shaping the 
content of schooling. It is argued that the school, through 
its curriculxim, can be viewed as an instrument for "people 
processing" as well as "knowledge processing". For these 
authors the curriculum becomes a proper object for sociological 
enquiry for it yields information about the prestige that is 
accumulated by particular kinds of knowledge; the processes of• 
selection for access to particular kinds of curricula; the 
consequences of mass literacy for culture; and the power of 
elites to define valued knowledge. 
Swartz (1977), in an extension and summary of this analysis 
emphasizes the centrality of Bourdieu's concept of "cultural 
capital" to conceptions of the modern state. What occurs in the 
institutional framework of society, and especially in schools, 
is causally related to competition over the accumulation of 
"cultural capital". Such competition is mainly vested in status-
groups external to the school. However, these groups view 
educational institutions as potential guardians of their 
particularistic increment of cultural capital and they vie for 
control and influence through the education system. Classroom 
knowledge, in this sense, is not the outcome of negotiated 
meanings between students and teachers, but rather the 
imposition of certain legitimating kinds of symbolic meanings 
by teachers and other authorities representing the dominant 
strands in the culture. 
"Thus symbolic meanings mediate power relations 
among social groups and classes; culture at its 
most fundamental level is not devoid of 
political content but is an expression of it ... 
At the level of individual dispositions, 
cultural capital refers to a socially inherited 
linguistic and cultural competence that 
facilitates achievement in school." 
(Swartz, 1977; p.549). 
These arguments are contested by Flew (1976), Bernbaum 
(1977) and Cox and Boyson (1977). They are paralleled by a 
resurgence of conventional Marxian analyses of schooling in 
Western society. Bowles and Gintis (1976), Dale, Esland and 
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Macdonald (1976), Mathews (1980), and Sarup (1982), propose 
the following links between school and society. 
Firstly, the curriculum is inappropriately premised on 
middle-class norms of achievement restricting access to 
subordinate, working-class, groups. Secondly, intellectual 
and political elites defend liberal arts and high-status 
knowledge, protecting cultural capital from devaluation, and 
ensuring that the content of schooling will be oriented to 
providing for the masses who will end up on the factory floors 
of the capitalist state. Thirdly, symbolic meanings • 
associated with the concept of an exclusive, academic 
education are used to legitimate and thus perpetuate existing 
inequalities in education. 
These types of ideas are further elaborated and analysed 
in Cosin, Dale and Esland (1977), Entwistle (1979), and David 
(1980). The latter book is concerned to show how the state, 
through educational policy, regulates parental relations with, 
children in school. A conceptualization of social cultural 
influences on schooling therefore is required to consider the 
possibility that the state uses the family and education system 
in concert to sustain and reproduce the social and economic 
Status quo. 
Other work, largely focusing on links between schooling and 
the social cultural system includes Cosin (1973), Beck, Jencks 
and Keddie (1976), Bernstein (1977) and Sharp (1980) on politics, 
client demography and school effectiveness. Also, Grace (1978) 
considers the ideological constraints and dilemmas that impinge 
upon teachers working in urban schools. Finally, Collins (1977) 
shows how competition for status group membership partially 
locates in the education system. It is contended that 
competition induced under a formal educational system oriented 
towards ranking and achievement via norm referenced examinations, 
occurs strongly during periods of political decentralization or 
political instability under a unified market economy. 
Having reviewed studies which reveal the range of social 
cultural influences on schooling, and which also indicate the 
theoretical tensions that exist between different structuralist 
accounts, I will now consider studies depicting the social 
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characteristics of Australian society. That is, studies which 
reveal the social cultural properties of Australian society that 
impinge on schools. 
The Character of Australian Society 
Viewpoints on the 'state' are to be found in various 
conceptions of Australian society that have been provided over 
the years. In 1930 W.K. Hancock published his famous tract, 
'Australia' which became a criterion against which, and in 
many cases from which, subsequent formulations of Australian 
institutionalized life and character were established. It is 
worth repeating here Hancock's phraseology for it encapsulates 
what subsequent empirical and theoretical commentary is agreed 
upon. 
"Thus Australian democracy has come to look upon 
the State as a vast public utility, whose duty it 
is to provide the greatest happiness for the 
greatest number ... To the Australian, the State 
means collective power at the service of 
individualistic rights. Therefore hesees no 
opposition between his individualism and his 
reliance upon government democracy - the sentiment 
of justice, the claim of the right, the conception 
of equality, and the appeal to government as the 
instrument of self-realization." 
(Hancock, 1930; p.72-74). 
Following Hancock, Encel (1970), Connell (1977), Edgar 
(1980), Jones (1980) and Foster (1981), amongst others have 
assembled important information relating to the processes that 
operate to produce and maintain normative beliefs and actions 
within the institutions of Australian society. Collectively, 
these authors suggest that Hancock's Le Socialism Sans Doctrine 
is reflected in the size of public utilities in Australia, 
especially the Commonwealth Public Service; the centralization 
of authority; the dependence on legal-rational procedure in 
decision-making; the pervasiveness of norms of seniority in 
regulating promotion and career advancement in the public 
sector; and the general intrusion of bureaucratic process 
into the lives of a generally small population. It is 
suggested that these features of the state are the inevitable 
product of Australian social history, but they are also 
related to rigid, constitutionally enshrined precepts, to the 
actual press of organizational life, and to a belief or value-
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system largely mythological but conditioned by early twentieth 
century journalism and literature around abstract notions of 
'mateship' and 'egalitarianism'. Accordingly, therefore, the 
production of school and similar bureaucracies, to safeguard 
the mental and socio-economic heritage of Australian society, 
is the characteristic 'talent' of the Australian people. 
Encel puts it this way. 
"This enormous and pervasive insistence upon 
authoritative action to deal with economic and 
social demands is one of the pillars of the 
bureaucratic ascendency in Australian life. 
Instead of collective bargaining,public debate, 
or direct action, the characteristic style of 
decision-making, firmly established in 
Australia since the turn of the 20th century, 
rests on a broad public willingness to delegate 
the power to decide to rule-making bodies of 
an administrative or quasi-judicial character." 
(Encel, 1970; p.59). 
Variations on this theme are provided by Wild (1978) who 
uses a Weberian model of stratification to describe modern 
Australian society. Broom, Lancaster-Jones and Zubryzcki 
(1977) explore economic and occupational indicators to ascertairi 
the degree of "egalitarianism" as measured by income ranges, 
compared with other Western nations. Catley and McFarlane 
(1S81) and Butlin, Barnard and Pincus (1982) engage in analyses 
of the increasing "corporatization" of the Australian economy 
and the consequences of this for government action in the 
school and welfare area. For the state of Queensland, Lewis 
(1978) has produced a state-centred micro-treatise which reveals 
some links between authoritarianism, paternalism, economic and 
industrial law and order, and by direct implication schooling. 
The institutional consequences of the 'mental heritage' 
of Australians are explored by Taft and Walker (19 58), Anderson 
and Western (1970) and Western (1983) . The former paper spells 
out the basic ambivalences in belief-value systems in Australia. 
These are: mateship versus succesship; urban outlook versus 
rural way of life; irreverence towards and rejection of 
authority versus reliance on government initiative; belief in 
individual rights versus idolatry of collectivism; idealism 
versus economic materialism; isolationism and ethnocentricity 
versus dependence on imported, overseas culture; willingness to 
take risks versus concern for security; conservatism regarding 
77 
innovation versus enterprise and the desire for progress. The 
motifs settled upon by theorists to describe Australian society 
permeate in different ways the educational studies to which I 
now turn. 
In seeking to narrow and therefore to clarify social 
cultural influences on schooling in Australia, and by extra-
polation, Queensland, three trends must necessarily be 
identified in the literature. Firstly, there is a school of 
thought primarily interested in Constitutional responsibility 
for education and how elected Federal and State governments 
have intervened in educational matters. This school bisects; 
there is a group, largely based at the Australian National 
University in Canberra concerned to develop academic models of 
the roles of government in education. The work of the group is 
represented by Smart (1978) whose contribution is in the area 
of Federal financial aid to schools. Birch (1975) and Tannock 
(1975) focus on the origins of, and constitutional definitions 
of, Federal policy, and Harman and Selby-Smith (1976) review 
the economics and politics of Australian education. Harman's 
view of the Australian state is presented thus. 
"The movement of effective power from parliaments 
to the executive, the public service and 
statutory corporations, has been an important 
phenomenon in the Australian political system 
in recent years. It can be attributed mainly to 
the increased scope and complexity of government 
activity, the operation of strict discipline 
within political parties, the failure of 
parliament to evolve measures to ensure greater 
executive accountability, and the development 
of strong and effective public bureaucracies." 
(Harman and Selby-Smith, 1976; p.18). 
A second sub-group in this tradition is represented by 
Karmel (1980) on education, social change and society. Walker 
(1970) on the issue of centralized versus decentralized 
political control of education, and Skilbeck (1983) on the 
meaning of "Australian culture" and how this can be apprehended 
through politically inspired and possibly politically 
controlled, "core" school learning experiences. 
In an attempt to interpret teachers' perceptions of their 
own status as societal surrogates, Simpkins (1976) orchestrates 
an analysis around two master concepts of "delegated leadership 
and subordinate dependency". 
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"As perceived by teachers, teachers as individuals 
played a delegated leadership role in the immediate 
work setting as defined by classroom management 
tasks. In this area, decisions are usually 
instrumental and serve to translate matters of 
educational principle and policy into direct 
action. On the other hand, teachers were perceived 
to play a subordinate dependency role in decision 
areas external to the classroom." 
(Simpkins, 1976; p.97). 
A second major trend in the literature is concerned to 
understand and, in some cases, predefine the role of 
government in education. This is seen in the various reports 
of the Commonwealth Schools Commission (1978, 1981, 1982), 
commentary upon these (Johnston,1983; Allwood, 1975), and 
government-appointed committee reports on national directions 
and imperatives for education (Williams, 1979; T.E.N.D. 1979; 
N.I.T.E. 1980). The Williams Committee report takes a 
particular orientation. It attempts to construe a pragmatic 
role for governments arguing that in social democratic 
countries these roles must be played given the nature and 
direction of technologically induced social change. In 
particular government is asked to lead the way in ending the 
"divorce" between vocational and general education which, in 
the opinion of the committee, has led to the narrowing of 
vocational education and the impoverishment of general education 
and thus by implication - society. 
Of the group of writers working independently of this 
socio-demographic tradition the work of Pusey (1976, 1980, 
1981, 1983) and Bates (1981, 1983) most closely mirrors the 
interests of current European sociologists of education. 
Bates argues for an increased recognition of education in 
Australia as a system of cultural transmission and re-
production. Pusey, in an analysis of the Tasmanian Education 
Department, pinpoints some culturally salient linkages between 
state and school. Pusey argues that increased indeterminancy 
in educational objectives, that is, the knowledge base, tends 
to provoke in Australia the crisis of legitimation that 
Habermas (1973) makes the subject of his book. The crisis has 
a psychological aspect - reduced significance of cultural 
symbols leads to an instability in cognitive framework, roughly 
paralleling Durkheim's anomie in individual consciousness; a 
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political aspect, which refers to the disjunction between 
expectations and experience and the political explanations 
that are offered to explain the disjunction; and an 
administrative aspect whereby particular forms of 
organizations such as bureaucracy actually lead to conditions 
of alienation and repression. To support this latter point 
Pusey draws attention to the way in which norms of seniority 
as opposed to norms of merit operate to become the most 
"destructive of all protective rules" in the interaction between 
teachers and superintendents in the Tasmanian Department of 
Education. For Pusey this is one highly significant indicator 
of a model of organization out of phase with its formal tasks. 
This method of controlling an education system, as a cultural 
derivative, fails to acknowledge the interactive and expressive 
nature of education, and in an attempt to maintain political 
dominion produces an administrative structure that is 
ideologically dogmatic rather than formal-administrative in the 
bureaucratic sense. Pusey leaves his readers in no doubt as to 
the cultural significance of this. 
"Australia has no visible charter, myth and no 
ideology of its own. In this sense it has no 
identity apart from the lifestyle of its people. 
Since there is no Bill of Rights and no deeply 
rooted social ideology, there are no ready made 
defences against the particularistic exercise of 
authority or the fear of it." 
(Pusey, 1976; p.113). 
The third trend in the literature of Australian education-
state theorists is that one loosely grouped around 'critical' 
frequently Marxist and increasingly, feminist viewpoints which 
broadly argues that the Australian state is repressively 
tolerant. This follows Marcuse notions of seemingly benign 
but in reality, ideologically oppressive ruling elites. This 
'tolerance' is expressed through the education system; is 
patriarchal, and patriarchy is expressed in discriminatory 
practices towards women and girls in, and perpetuated by, the 
education system. Australia is also seen here as class-divided 
in that the differentiated nature of schooling in Australia 
ultimately reflects an exploitative society organized to the 
interests of capital rather than labour. Representative of 
this trend is the work of Branson and Miller (1979), Connell 
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Ashenden, Kessler and Dowsett (1982) and White (1983) . 
Economic motives are given central prominence in the 
structuring of educational arrangements in these studies. 
In analysing literature that focuses on social cultural 
influences on schooling it has proved necessary to establish 
theoretical variations in explanation for these normative 
influences. I have shown that this variation is related to 
emphases and theoretical orientations of writers, the 
singular or idiosyncratic character of host cultures, and the 
tradition of explanation used to describe such culture. Some' 
studies however choose not to emphasize the social cultural 
system as the primary source of normative influence on schools, 
It was earlier indicated that the orienting theoretical model 
(Figure 3 ) suggests the cumulative production of normative 
influences. I shall now move to a consideration of studies 
that elaborate the social structural system or second-level 
of sources of normative influences. 
Studies Elaborating the Social Structural Properties of the 
Model 
Some authors are critical of theoretical accounts which 
tend to promote the view that regulated behaviour in schools 
is a function of influences in the social cultural system. 
Fowler (1979) for example, argues that education is 
characterized by "disjointed incrementalism", that the 
influences downward from society to the school are tenuous at 
best and often unclear. In periods of economic expansion and 
contraction the professional bureaucrats who constitute the 
"educational sub-government" become increasingly active to 
mediate the connections between school and society. To 
construe a deterministic relationship between society and 
school is therefore naive and unsustainable. This point is 
made in a different way by another writer. 
"Bernstein's theories, those of the Marxists and 
of structural functionalism have a number of 
common characteristics. All are basically 
structuralist, posing a homology or correspondence 
between the social relations of education and those 
of superordinate 'external' structures. They are 
adaptive, in that the nature and change in the 
former attends those of the latter. They are 
hypostatic in that (reified) education is 
explained by something 'underneath' or 'behind' it-
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the capitalist formation, superordinate system 
or emanate code. None takes into account the 
subjective meanings of those whose patterns of 
behaviour constitute the social structure 
concerned. They are not adequate at the level 
of meaning." 
(King, 1983; p.164). 
The theoretical message here is that normative influences 
on actors, teachers and students, in school, are more meaning- • 
fully sought in the social system of the schools and the social 
structural or management system within which the school is 
located. Work pursuant to this notion includes papers by » 
lannacone (1964) and Kamens (1977) which explore the 
distinction between legal power, the capacity to bring to 
bear the machinery of government in controlling individuals, and 
extralegal social power which arises in interaction and comes 
to reside, hypothetically, in group structures in educational 
institutions. Similarly Midwinter (1977) sees education in 
Britain as "bastardized form of syndicalism" in which teachers 
and managers represented by Department of Education and Science 
and L.E.A. bureaucrats operate in a normative manager/worker 
control network. Pupils and parents, as the consumers of 
education, are largely disenfranchised from this system. 
Education is thus self-serving, diluting representative 
democracy, and weakening the bonds between the institution 
education and the fabric of society. Following Durkheim (1956), 
Becker (1953) also explores the concept of institutionalized 
authority vested in the offices of teacher and principal by 
the state. 
"This picture (the presentation) of the teacher 
as concerned with maintaining legitimate authority) 
discloses certain points of general relevance for 
the study of institutional authority systems. In 
the first place an institution like the school can 
be seen as a small, self-contained (licensed by the 
State) system of social control. Its functionaries 
(principal and teacher) are able to (normatively) 
control one another; each has some power to 
influence the other's conduct." 
(Becker, 1953; p.140). 
The above studies illustrate the theoretical problem of 
locating normative influences purely in the social cultural 
system. Norms of legal-rational authority may especially be 
sought in the network of social structural relations in which 
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schooling is embedded. I wish now to construct a theoretical 
elucidation of those relations. 
In consensus-structuralist theory(Cuff and Payne, 1979) 
individual actions and propensities to action are typically 
orchestrated by the patterns of normative expectations that 
arise out of the nexus between values, goals and decision-
making in any organization. In a general sense, the values of 
the organization legitimize its existence as a system. They 
also legitimize the functional patterns of operation, especially 
the decision-making processes. Legitimizing refers to both 
the endorsement of the right of the organization to exist in 
its manifest form and to the appropriateness of the 'ingrained 
habituation', a Weberian term, of organizational actors. More 
simply, action and behaviour are largely the product of the 
system of norms set up by an organization and deemed necessary 
if its formal goals are to be achieved. These notions are the 
subject of much of the work of the consensus-structuralist 
theorists Parsons (1956, 1959) and Merton (1968). In the 1956 
paper Parsons took as his main referent for analysing 
organizational behaviour, the value-pattern of the type of 
organization under study. This was posited to be a sub-value 
system embedded in a network of institutional relations. 
Organizational values are embodied as formal goals both in the 
sub-value system and the parent institution. In this study, 
this is exemplified in the relationship of the school to the 
Queensland Department of Education. Formal goals, by their 
nature, create and sustain a series of decision-making processes 
designed to effect the achievement of those goals. 
"As a formal analytical point of reference, 
primacy of orientation to the attainment of a 
specific goal is used as the defining 
characteristic of an organization which 
distinguishes it from other types of social 
systems ... The attainment of a goal is 
defined as a relation between a system (in 
this case an organizational social system) and 
the relevant part of the external situation in 
which it acts or operates." 
(Parsons, 1956; p.64). 
In the later, 1959, paper Parsons elaborates. 
"All social action is regulated in terms of 
normative patterns, which we tend to speak of 
as being institutionalized. Thus the first 
9' M 
respect in which the order under consideration 
may be said to constitute an hierarchy is that 
of levels of generality of the normative 
patterns, and in some respects of the other 
elements of the common culture. At the lower 
levels, norms and values apply only to the special 
categories of units of the social structure, 
unless they are the norms most general to all 
'good citizens' and therefore are couched mainly 
in terms of a personality reference." 
(Parsons, 1959; b,p.8). 
It follows from this that the pattern of structure and 
function that cements a sub-value system to its parent, 
institution is exemplified by norms satisfying external 
relations and internal adaptations. There is reciprocity and 
continuity between levels. 
"Continuity" and "reciprocity" in social action are out-
lined through the master concept of double interchange in the 
second-half of Parsons (1959) paper. Applying the concept to 
the notion of "power" in organizations deemed by Parsons to be 
a central and explanatory variable, the mutual interdependence 
of actors is explored. 
"Power, like money, is not only a generalized 
circulating medium but, in addition to 
completing the circle of a differentiated system, 
also binds together two levels of the 
organizational system of society." 
(Parsons, 1959; b,p.20). 
In the same year Parsons (1959a)wove these ideas into a 
paper on the American classroom as a social system. The school 
is conceptualized as a special socialization and selection 
agency required by an increasingly differentiated and 
organizationally more complex society. 
Parsons' work points out the mediating capacity of the 
social structural system. Behaviour in schools must be referred 
to four levels of normative expectations. Firstly, the 
societal level, or social cultural system as I have called it, 
in which political processes call into focus the society's 
concern for organizational conduct. Secondly, the institutional 
level, or social structural system as I have called it, in which 
organizational subordinates are linked to the administrative 
structure of their enterprise which remains external to their 
own organization. Thirdly, the managerial level, or social 
system as I have called it, in which individual actors orient 
84 
behaviour to supraordinates in close proximity and to other 
individual actors. Having illustrated the nature of normative 
influences arising in the social cultural system; and having 
shown how these are mediated at the social structural level; 
it remains to relate these mediated influences to the social 
system, the school and classroom. 
Studies Elaborating the Social System Properties of the Model 
The character of the social system propounded by Parsons is 
revealed in Sugarman's (1969) application of the concept to 
school. The school is a social system because the actions of 
actors within it are mutually oriented, the action occurs 
within temporal and spatial boundaries, and within each school 
there is an "established structure" which describes the pattern 
of action. The processes which Parsons saw as crucial to social 
system functioning, social control, differentiation, allocation, 
and rewarding are viewed as operative in schools in both formal 
and informal modes. For Sugarman then, a focus on the school 
as a social system is a necessary focus on the regulated social 
life of schooling. Parsonsian systems theoryleads to this view 
of schooling as a constrained social process. 
The proposition that schools are systems of normative 
constraints is also central to Turner's (1969) organizational 
analysis of a secondary modern school in England. Turner traces 
the evolution of the school. At its outset it: 
"... accorded well with the organization in 
Etzioni's typology that was based on normative 
compliance with a secondary coercive basis 
aimed at cultural or moral organizational goals." 
(Turner, 1969; p.68). 
Under the pressure from external sources, the demands from 
increasingly middle-class parents for an improved academic 
curriculum, the requirement of the Local Education Authority 
for innovation in teaching methods, and the expansion of motor 
vehicle industries in the area requiring a student suitable for 
technical apprenticeships, the internal structure of the school 
Changed. This produced new conflicts, changed allegiances, an 
emergent role-power structure based on professional 
qualifications rather than seniority and tradition. 
Turner's study is useful for illustrating the dynamics of 
social systems at work. Norms change but they remain power-
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fully influential and they bond the social system of the 
school to wider social systems. This study clearly identifies 
the normative constraints at work on schools in England. The 
head-master's authority, traditionally sacrosanct, was eroded 
by a new technocratic group of subject department heads. The 
curriculum of the school was largely determined by groups 
external to it. Increased specializations led to complex 
demands for power, status and rewards by teachers. The 
introduction of an extended school career ultimately produced 
an elite fifth form broadly conformist to goals advocated by' 
teachers. Most telling perhaps: 
"The hierarchic division of pupils for work-
orientation and achievement norms emphasized by 
contrast the problem, of deviant boys - those who 
did not accept the values of the system." 
(Turner, 1969; p.71). 
Other work focusing on the internal dynamics of the school 
includes Sexton (1967), Bennett (1974), Boyson (1974), Nash 
(1976) and King (1973, 1983). Similarly, Shaw (1981) and 
Goodson (1982) attempt to isolate the content of schooling, the 
curriculum, as the hub around which the network of rights, 
expectations, routines and responsibilities in schools revolve. 
Musgrave (1976) analysed the school as a system of coercive, 
normative and utilitarian compliance relationships. 
MacPherson (1983) shows that classroom norms are produced by 
schools but that single norms are related to dominance amongst 
students. Hunt (1984) related the features of the school's 
organizational pattern to the increased size of the "control" 
structure, identified for Australia as including governments, 
teacher education boards, parent organizations, research 
committees, etc. 
Focusing on the social system level completes the task of 
what Musgrove (1979, p.14) describes as "generalizing" in the 
mind a model of the school from "all the social relationships 
that we experience and observe". This study's interest in 
norms and regulated behaviour in school cannot degenerate into 
a static one-way cause and effect analysis. As Scott (196 6, 
p.500) suggests, people bring their own characteristics into 
schools yet they develop other commitments as school members. 
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The school as a social system therefore is one which restrains 
members' capacity for action. In a sense the school on behalf 
of its members has struck a bargain with its external 
environment whilst preserving internal integrity and system 
identity. 
Summary Remarks 
In Section C of this review a theoretical model depicting 
plausible sources of influence on the in-school behaviour of 
teachers and students was presented. The model shows how 
normative influences, cumulative^ produced in the social 
cultural system, the social structural system, the social system 
of the school, impact on teachers and students. The three 
levels of sources of normative influences were elaborated for 
theoretical and substantive reasons. That is, theoretical 
accounts of norms in schools vary according to the level of 
analysis selected by the theorist. Thus the model, in 
accommodating these levels of analysis, exercises control over 
the 'action-structure' dilemma described earlier and remains 
consistent with the assumptions and purposes of this study 
expressed in Chapter 1. I shall now conclude the review of the 
literature. 
Concluding Remarks 
Consistent with the central problem of the study, the 
identification of normatively-based pressures and tensions on 
the in-school behaviour of teachers and students in Queensland 
state high schools. Section A of the review considered 
substantive accounts of the high school as a social system. 
These accounts, considered in the perspective of three major 
theoretical assumptions, were shown to vary in emphasis and 
orientation. Five conceptual themes delineating the high 
school as a social system were constructed in Section A. 
In Section B these five themes were shown to be the 
product of the 'action-structure' dilemma in sociology. In 
particular, structuralist and interactionist positions were 
analysed to show how the conceptualizationof norms would vary 
according to the standpoint taken. The implication for this 
study, arising out of the 'action-structure' dilemma, was that 
a grounded theoretical model,neither exclusively structuralist 
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nor exclusively interactionist, could be predicated to depict 
plausible sources of influence on the in-school behaviour of 
teachers and students. 
Consequently, such a model was introduced in Section C. 
Its skeletal structure was outlined and the section dealing 
with the sources of normative influences was elaborated. The 
model represented a reconciled position on the influence of 
'action' and 'structure' on behaviour in school. m achieving 
this latter position the model directs five research questions 
towards empirical settings. The questions originate in, and 
relate to, different sections of the model. The questions are 
therefore the means by which the model is tested in schools and 
related empirical settings in Queensland. 
In Chapter 3 I will show how procedures used in actual 
empirical settings were derived from and for the orienting 
theoretical model. These procedures logically reflect the 
obligations in each research question. The obligations are 
two-dimensional: each research question suggests a manner of 
proceeding or mode of enquiry; and the identification of a 
particular empirical setting or data-source from which 
information can be obtained. I shall now proceed to outline 
the fieldwork phases of this study. 
END NOTES 
1 The rationale for this new Federal funding initiative 
appears in the report Participation and Equity in 
Australian Schools. Canberra: Commonwealth Schools 
Commission, 1984. 
I See for example: P.F. Rowland, State Secondary Education 
in Queensland. Townsville: T. Willmett, 1909. RTD"^ 
Goodman, Secondary Education in Queensland. Australian 
National University Press, 1968. Report of the Select 
Committee on Education in Queensland (Ahern Report). 
Brisbane: Government Printer, 1980. 
* Representative studies include: R.A. Smith, J. Knight, 
"MACOS in Queensland : the Politics of Educational 
Knowledge", Australian Journal of Education, 22(3), 1978. 
L.A. Duhs, "MACOS/SEMP Debate in Queensland : Some 
Central Issues", Australian Journal of Education, 23(3), 1979^ 
• Referred to locally (i.e. in Queensland) as the 'Radford 
Scheme' after its initiator, W.C. Radford formerly of 
the Australian Council of Educational Research. See: 
Radford Report/Queensland Department of Education, Public 
Examinations for Queensland Secondary School Subject! 
l97or ~ ^ • 
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See: Board of Secondary School Studies, A Review of 
School Based Assessm.ent in Queensland Secondary Schools. 
Brisbane, 1978. 
The 'line of descent' in thinking about Australian 
society is traced by R.W. Connell,"Images of Australia", 
in D. Edgar (Ed.), Social Change in Australia. 
Melbourne: Cheshire, 1974. 
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CHAPTER 3 : TESTING THE EFFICACY OF A THEORETICAL MODEL : 
DEVELOPING METHODS TO PRODUCE EMPIRICALLY 
WARRANTED EXPLANATIONS OF NORMATIVE ORDER IN 
QUEENSLAND STATE HIGH SCHOOLS 
INTRODUCTORY REMARKS 
In the previous chapter literature pertinent to the 
purposes of this study was reviewed to produce a theoretical 
model depicting plausible sources of influence on the in-school 
behaviour of teachers and students. In this Chapter, I will 
explain the derivation and nature of procedures, used in actual 
empirical settings, to test the model. 
These procedures focus on one or more aspects of the 
orienting theoretical model, and logically reflect the 
obligations in each research question. That is, given that the 
model posits three sources of social influences, the social 
cultural system, the social structural system, and the social 
system, and the manner in which these influences combine to 
impact on teachers and students in schools, the procedures are 
structured to operate in fieldwork and empirical settings that 
are the analogues of these components of the model. I will 
explain further. 
In the next section of this Chapter a computer program 
titled Interpretive Structural Modelling (ISM) is described. 
This program was used to help in the task of ordering material 
considered during the review of the literature. The ISM program 
assisted in preliminary allocation and ranking of concept labels 
to subsume sections of the literature with a common theme. 
Once concept labels, subsuming complex chains of ideas, had 
been allocated a place in the rank order of social influences in 
the orienting theoretical model, fieldwork locations and research 
instruments suitable for producing empirical indicators of the 
concepts and, by extension, their parental threads in the 
research literature could be established. 
The orienting theoretical model therefore suggests a number 
of interdependent and overlapping fieldwork components. Thus, 
information about the types of social influences residing in the 
social system, schools and classrooms, and the social structural 
system, the Queensland Department of Education, is adduced from 
the direct observation of classroom activity, semi-formal 
interviews with teachers and students, and the gathering of 
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anecdotal records in sample schools. 
Information about influences residing in the social 
cultural system is also gleaned from the procedures in the 
sample schools but is supplemented with material drawn from 
content analyses of state and national documents on education 
and interviews with key education personnel external to the 
sample schools. 
It will be recalled that research questions 3 and 4 
have their roots in the upper half of the theoretical model. 
The direct observation of classroom activity and the inter-
views with teachers and students therefore have the additional 
function of producing information that is explicable in terms of 
the components of this part of the model. 
Finally, survey instruments incorporating data accumulated 
from the enquiries in the sample schools and the content 
analysis of documents tests the visibility and meaningfulness 
of the theoretical model with a wider population of teachers 
and students. This survey aspect of method is particularly 
helpful in revealing the generalizability of the model, implied 
by research question 5: What are the consequences of normative 
constraints? 
The net or combined effect of all the research procedures 
is to test the efficacy of the theoretical assumptions in the 
model by producing empirically warranted explanations of the 
normative order in Queensland state high schools. 
I shall now proceed to outline in detail each component 
of the research methodology of this study. A diagrammatic 
summary of the methods used is presented in Figure 4. 
INTERPRETIVE STRUCTURAL MODELLING (ISM) 
Interpretive structural modelling (ISM) is an interactive 
computer-based technique that permits the conceptual elements 
underpinning research to be related to one another in a 
logical way. The program ISM derives from the work of Warfield 
(1976) and is used to produce a diagram which may be referred to 
technically as a multi-level digraph. 
The input material to ISM for this study consists of 
concepts provided in-part in compendium form by Elboim-Dror 
(1973) and representing the range of social influences on 
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teaching and learning considered in detail in the review of 
the literature, especially Section C of the review. 'Goal 
Inconsistency' for example, subsumes those studies that 
illustrate the indeterminacy that exists in society over 
educational policy. In the orienting theoretical model 
therefore, ISM helps the researcher to locate this concept in 
the social cultural system of social influences. On the 
other hand, 'conflicting role demands', or the multiplicity 
of conflicting demands that confront teachers and students, 
can be more readily accommodated at the social system level 
of the school. This concept therefore brackets studies 
focusing on the roles of teachers and students in schools. 
'Colleague control', referring to the impress of bureaucratic 
and legal-rational control over teachers and students, may be 
judged to reside in the social structural system of social 
influences. This concept covers studies that focus on the 
pattern of collegial interaction made problematic by 
influences external to particular schools but residing in the 
parent management system such as the Queensland Department of 
Education. 
The ISM program performed a number of functions during the 
review of the literature. The researcher used the program to 
ask a series of questions about the relationships between input 
elements on the basis of 'greater than' and 'lesser than'. The 
researcher was thus able to make judgments about the 
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theoretical location of various studies. Thus for example 
studies concerned with the range of social cultural influences 
on education were judged to be more inclusive, than studies 
concerned with the social system properties of schools. Thus 
ISM contributed to the ordering of the components in the 
orienting theoretical model dealing with social influences. The 
interrelations comprising the top half of the theoretical model, 
dealing with the impact of normative influences on the in-
school behaviour of teachers and students, were conceptualized 
in the full perspective of the literature review and outside of 
ISM. 
Similarly, ISM helped in the semantic reduction of complex 
chains of ideas in the literature to manageable concepts. Each 
conceptual term in the taxonomy of types of social influences in 
it 
the orienting theoretical model is a shorthand label 
substituting for a wider definition. Thus 'standardization' 
refers to the fixed routines of schooling, the timetable, 
classroom allocations, form structure, recesses, etc., to 
which all school incumbents must respond. It is not necessary 
to define all the types of social influences here. Four of 
these terms are defined as examples in this section of the 
Chapter and a more explicit focus occurs in later Chapters. 
Rather, it is important to emphasize that the concepts act as 
signals for themes in the literature that support the 
theoretical model. Crucially, the analytical distinctions 
between social cultural, social structural and social system 
influences are partially maintained by ISM. Also, the program 
enabled an interpretive judgment to be made about the magnitude 
and nature of the social influences on teachers and students. 
Some concepts apply more directly to teachers, other concepts 
apply more directly to students. More simply, the program ISM 
assisted the researcher in clarifying the literature in the 
perspective of the orienting theoretical model. 
It was argued in Chapter 1 that a theoretical framework 
consisting of a minimally relevant set of social science 
categories was necessary for the commencement of research into 
schools. Having established such categories in the form of an 
orienting theoretical model, via the review of the literature 
and ISM, empirical elucidation of the model's properties was 
next sought in a number of pertinent locations. In the next 
section of this Chapter I will outline the data-gathering 
procedures used in the most central of these locations, two 
sample schools. I shall begin the next section with a 
consideration of the socio-geographical context of these 
schools. 
QUALITATIVE ENQUIRIES IN TWO SAMPLE SCHOOLS 
The Socio-Geographical Context of the Sample Schools 
The two coeducational sample schools used in this study are 
located in adjacent shires in a prosperous agricultural area 170 
kilometres west of Brisbane. The schools are classified by 
the Education Department as Grade 2 state high schools. A 
school becomes a Grade 1 school when its student enrolment 
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exceeds 700. School A has an enrolment of 472 students and has 
a teaching staff of 34. School B has an enrolment of 400 and 
has a teaching staff of 28. Each school has the familiar 
administrative structure of Queensland state high schools with 
a Principal, Deputy Principal and Senior Mistress as senior 
administrators, several Subject Masters/Mistresses in charge of 
subject sections or departments, a number of general subject 
teachers, and some occupants of specialist positions such as 
Teacher Librarian and Resource Teacher. Both schools have a 
number of teacher aides, who are not qualified teachers but are 
recruited from the local community, a clerk-typist, a janitor, 
cleaning staff and a groundsman. 
Both schools are located in the principal town of their 
shire and in the 1981 census School A served a shire population 
of 7,832, and School B served a population of 3,714. In the 
1976/81 Intercensal period the former shire demonstrated a 
4 
strong population growth registering 1,256 additional persons. 
The latter shire registered a little population variation with 
a net loss of 109 persons for the period. This was most 
probably a reflection of the movement of itinerant farm workers. 
Both shires show an increase in the, number of dwellings in the 
Intercensal period. The former shire had an increase of 450 and 
the latter an increase of 6 5 dwellings. This trend indicates 
steady growth most noticeably in the principal towns where the 
majority of the new dwellings have been constructed. The shires 
are part of the Federal electoral division of Darling Downs. 
The electorate is conservative, never having returned a Labor 
candidate. The seat was one of the first in Australia founded 
at Federation in 1901. The division is currently held by the 
National Party, and the region includes some of the oldest 
settled and finest farmland in Australia. Rural industries are 
well established, prosperous, and significant numbers of 
children attending the two schools come from outlying farms or 
farm backgrounds where the breadwinner's occupation is 
connected with rural industry. In the towns, retail and service 
industries, particularly transport are the major employers after 
farming. The population and occupational structure of one of 
the towns is influenced by the close proximity of a large 
military complex. 
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Both schools are highly visible to their shire communities 
and, in terms of measurable achievements and the opinion of 
community members, are successful. The schools are not able 
to offer the complete range of Board of Secondary School 
Studies Subjects because of their enrolment size. The subject 
range is reasonably comprehensive however, and a number of 
extracurricular activities, particularly sports, the Youth 
Speaks for Australia public speaking competition, musical 
dramas, radio club, and painting groups are popular with 
students. Sports teams are regularly entered into intra-state 
and intra-regional school competitions and the annual school 
musical, usually in July, is a major community event at both 
schools. Both schools are located on the edge of the township 
in semi-rural surroundings. The buildings are of conventional 
double-storey Queensland public service type, in elongated block 
form, with open verandahs down one side. Triple staircases give 
access to the upper verandah which is lined with the ubiquitous 
'port' (schoolbag) racks. Students enter classrooms (square, 
austerely furnished rooms in most cases) directly from the 
verandah. 
School A has a First Year Centre in its grounds adjacent to 
the main building. This Centre is of modern, bungalow-style 
construction and is open-plan in that flexible partitions and 
French windows, giving access to covered verandahs, permit 
different seating/study configurations. Funds for this were 
partly generated in the local community. Year 8 students, the 
first year of secondary schooling in Queensland, have their 
'home' form rooms here. 
Both schools have a detached science laboratory block 
constructed under Commonwealth grants in the 1970s. The 
classroom blocks overlook a central, bitumenized parade ground 
complete with flag-pole. Morning assemblies are held there. 
Both schools are surrounded by good playing fields but purpose-
built gymnasia are noticeably absent. One school does have a 
multi-purpose assembly hall. Technical blocks containing 
appropriately equipped manual arts and home economics 
facilities are located in close proximity to the main classroom 
blocks. Both schools have reserved utility rooms for library 
purposes. These are well supplied with books and magazines, 
and a satisfactory range of audio visual equipment is dispersed 
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to staff through the Teacher Librarian. Neither school has a 
corporate staff room. School A has 4 main staffrooms, located 
in separate blocks (see Appendix G) and frequented almost 
exclusively by teachers of grouped subjects, and whose 
teaching commitments normally occur in that block. School B 
has similar differentiated staffrooms. Both schools are under 
the control of the Regional Office (Darling Downs) of the 
Queensland Department of Education. The schools are 2 of 10 
state high schools in the region all of which share similar 
pupil organization, namely cohorts organized into five separate 
year groups (Year 8, 9, 10, 11 and 12) further subdivided into 
classes. School A for example has six Year 8 classes, six 
Year 9 classes, six Year 10 classes, three Year 11 classes and 
two Year 12 classes. All classes or 'forms' as they are less 
commonly referred to, are coeducational and derive from a Year 
8 intake which is organized to be comprehensive in ability 
composition. That is, primary school Grade 7 results are used 
to ensure a spread of abilities. The classes also reflect 
parity in numbers and are assigned to the pastoral care of a 
formi teacher. Students play a part in school governance in 
School A through a Students Representative Council, 1 student 
elected from each form, and a prefectorial system. In School B 
there is no student council but there are 12 prefects, 6 girls 
and 6 boys selected from Year 12 on the basis of teacher 
recommendations and student votes. There are school captains, 
boy and girl, in both schools, form captains, either sex, and 
roll monitors who perform tasks delegated by the form teacher 
in the matter of the daily registration of students in that 
form. 
Both schools are under 20 years old and are conventional 
in that staff-student relations are formal. The large majority 
of students wear regular school uniform and teaching m.ethods 
reflect established practices of verbal exposition, blackboard 
demonstration, and seatwork involving set exercises from single 
text books. Further details of the organization and structure 
of the sample schools are contained in Appendices G and H. 
Permission to conduct research in these schools was 
granted through the auspices of the Research branch of the 
Queensland Department of Education in Brisbane. This permission 
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was conditional to the approval of the Darling Downs Regional 
Office and the principals of both schools. Local approval was 
provided and the two sample schools became the central venue 
for the application of procedures to test the orienting 
theoretical model. I shall next outline each of these 
procedures, their derivation, and application to the theoretical 
model in the context of the sample schools. 
The Direct Observation of Classroom Activity 
As described in the introductory remarks to this Chapter, 
the direct observation of classroom activity has two functions, 
firstly such observation produces information to help verify the 
types of social influences on the in-school behaviour of 
teachers and students. More simply, the observations provide 
visible evidence of norms in schools and classrooms. Secondly, 
the observations produce information that is explicable in terms 
of the impact of these norms, that is, their effect in shaping 
the evaluative behaviour of teachers and students in classrooms. 
The theoretical depiction of this evaluative behaviour is 
contained in the upper half of the theoretical model, and is 
outlined in full in the previous Chapter. Thus, consistent with 
the third research purpose of this study, classroom observations 
enable the sampling of constituent teacher and student actions 
in schools. Once sampled, the actions can be construed in 
terms of: the evaluative behaviour of the actors, teachers and 
students; the normative structure of the sample schools; and 
the social influences posited to emanate from the Queensland 
Department of Education and the wider social structure of 
Queensland society. In devising an observation instrument for 
this study the two functions of the observations had to be kept 
clearly in view. The technical problem was whether to record 
unstructured observations and to construe them retrospectively, 
or to allocate observed phenomena to categories relevant to the 
theoretical model at the time of observation. This, and 
similar technical dilemmas, is considered in the literature on 
observation methods and instrumentation. 
The direct observation of classroom activity is part of a 
growing tradition in the use of qualitative methods in 
educational research. Biddle (1967) and Westbury (1978) review 
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this tradition in its multifaceted form. Also, the partic-
ular contribution of McGaw, Wardrop and Bunda (19 72); Cohen 
(1973); Wilson (1977); Delamont (1978); Boehm and Weinberg 
(1979); Hook (1981) and Hammersley and Atkinson (1983) attests 
to the catholicity of approaches to school and classroom 
research via observation and similar methods. 
Having considered this literature, I decided to devise an 
observation instrument that would allocate observed phenomena 
to theoretically relevant categories at the time of observation. 
The configuration of social actions as Instrumental, Express-
ive, Normative (Moral), introduced by Parsons (1951), and 
applied to educational research by Rossel (1970), Shipman (1975) 
and King (1973; 1983), was taken to provide the basis for 
categories in the observation instrument. The Instrumental and 
Normative (Moral) categories permit the observation and 
recording of behaviour that is rule-bound in character. The 
Expressive category permits the observation and recording of 
behaviour that is evaluative behaviour of individual teachers 
and students. The nexus here, between observational practice 
and the components of the theoretical model, in what is 
essentially a Parsonsian scheme, is contained in the following 
citation. 
"The problem of order and thus of the nature of the 
integration of stable systems of social interaction, 
that is, of social structure, thus focuses on the 
integration of the motivation of actors with the 
normative cultural standards which integrate the 
action system, in our context, interpersonally." 
(Parsons, 1951; p.36). 
Observing classroom behaviour as Instrumental and Norm-
ative (Moral), bearing in mind the impure nature of these 
categories and the fuzziness of the boundaries between them, 
directs attention to the constraining conditions of classroom 
life. Observing classroom behaviour as Expressive directs 
attention to the contingent nature of social interaction in the 
sense that alternative courses of action are relevant to the 
individual actors, namely teachers and students. 
The classroom observations entailed the use of a structured 
observation schedule known as a Primary Observation Instrument 
(Appendix A ) . In maintaining consistency with the principles 
adopted for the coprocedures, described later, use of the 
instriaments involves the techniques of 'event sampling'. This 
•For examples of other derivatives of the Parsonsian 
schemata see End Note 14. 
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is where behavioural, occurrences and events are observed for the 
classificatory nature. Events identified as belonging to a 
given class are recorded as such. Classes of events are 
'givens' in the terms of the Parsonsian scheme of Instrumental, 
Expressive and Moral action. The actual occurrences of 
behaviour, the 'events' so to speak, are the empirical 
indicators of the categories; as they arise so they are 
classified. The usefulness of the Instrumental/Expressive/ 
Moral scheme to this research is related to a central Parsonsian 
proposition, that the basic condition for stability in inter-
action is for the interests of the actors to be bound in 
conformity to a mutual value-standard. The observation 
instrument helps to uncover the value-standards that culture 
has imposed on schooling. It also helps to show the nature and 
extent of individual variation from the standard. In this way 
the researcher can not only discover what occurs in classrooms, 
of interest in itself, he can construe classroom occurrences 
in terms of wider theoretical propositions about the relation-
ship of schooling and social structure. 
I shall now formally define the three types of "action/ 
orientation" found in all social systems, accepting the 
Parsonsian view (Hamilton, 1983), in the discrete regulated 
institution of the school. 
Instrumental action is behaviour directed towards the 
attainment of goals. It is mainly cognitive and is most 
clearly exemplified in the pursuit of curriculum knowledge and 
skill in school. 
Normative (moral) action is behaviour responding to 
expectations designed to promote group conformity and 
solidarity. In schools it appears typically in response to 
publicly codified ideas of right and wrong embedded in systems 
of rules and sanctions which are called upon to induce 
conformity. 
Expressive action is behaviour bringing gratification to 
the individual. It is typically social and affective and 
frequently provides for the display of socially meaningful 
emotion. It may be spontaneous and immediate or it may contain 
a prolonged evaluative element in the sense that actors 
manipulate their own motivation in the knowledge of classroom 
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and school expectations. 
Having outlined the principles relating the functions of 
the direct observation of classroom activity for the orienting 
theoretical model, I can now describe the observational 
arrangements in the sample schools. 
Eighty-eight (88) separate observations of 40 minute 
lessons were scheduled in the sample schools; 44 for A state 
high school and 44 for B state high school. These scheduled 
observations produced 76 observation scripts containing usable 
data. The observations took place in the classrooms of seven 
teachers, 3 at School A and 4 at School B. Four separate class 
groups were involved per school. Year 10 and Year 12 
mathematics classes in School A and B, Year 10 and Year 12 
English classes at schools A and B. Except in the case of the 
Year 10 and Year 12 English classes at School A, the classes 
are taught by a separate teacher. All the teachers co-
operating in the classroom observations have more than 3 years 
classroom experience and 4 of the 7 occupy the classified 
position of Subject Master/Mistress. Participating teachers 
were volunteers, responding to an open invitation from school 
principals to participate in the study.. The researcher met the 
teachers once they had expressed tentative interest to their 
principals. The nature of the enquiry was made clear to the 
teachers and a key point was negotiated, that teachers would at 
all times be able to sight the observation scripts compiled for 
their classes by the researcher. The classroom observation 
arrangements are shown in Figure 5. 
The observations involved a weekly visit for a whole day. 
For the period February to September 1982 the researcher spent 
the Tuesday of each week in the semester in the sample schools, 
School A one week. School B the next, observing lessons, 
interviewing, and gathering documentary data. All four classes 
were observed during normal curriculum hours on every visit to 
a school. No disruption to conventional class routines was 
occasioned. The researcher attempted to be as unobtrusive as 
possible, slipping into a vacant desk strategically pre-
positioned as the class entered the room for that subject. 
Apart from an initial introduction of the researcher to the class 
at the commencement of the observation period, and a verbal 
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explanation of the purpose of the research, no further direct 
contacts between the researcher and the classroom members 
occurred during each observed lesson. 
The selection for observation of Year 10 and Year 12 
students was quite deliberate. Both year groups have the end 
of their school career in sight. However, the perception of 
what this means may be quite different for Year 10s compared 
with Year 12s. The Year 10 groups have the option to leave at 
the end of the year as they are now 15 years of age, the 
official school leaving age. The option must however, be 
exercised in the knowledge of a difficult employment 
environment existing external to the school. Year 12 students 
have postponed this first 'transition' hurdle for two years and 
in a sense have increased their options by 1, they can try 
directly for employment or they can contemplate tertiary 
education. 
Two other factors make these age cohorts of interest to 
sociologists of education. Both groups have longitudinal 
experience of school life. Their knowledge of what it means to 
'be at school' is approaching completeness. However, as many 
Year 12 students will testify. Year 10 is when subtle and not so 
subtle shifts in attitude towards students, by teachers, tend 
to occur. This has consequences for students' knowledge of, and 
opinions about, the institutional framework of schooling. It 
also means that teacher responses may differ with each group. 
This suggests that teachers shift the pattern of expectations 
as students get older. 
It is also necessary to comment on the selection of 
mathematics and English classes. These subjects are of interest 
because, firstly, they figure largely in the perceptions of the 
general public of what schooling is all about. As suggested by 
the work of Husen (1979) and others, considered in the review of 
the literature, the development of competence in numeracy and 
literacy is a normative expectation of schooling. Mathematics 
and English can therefore be considered to be 'spearhead' 
curriculum subjects in which the community has a vested interest. 
Involvement by teachers and students in these subjects can thus 
be linked to social structure. 
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Secondly, mathematics and English are often regarded as 
having different statuses in schools (Collins and Hughes, 1979; 
Shaw, 1981; Goodson, 198 2; Hammersley and Hargreaves, 1983). 
This status is associated with the type of student enrolling in 
these subjects. The notion has a number of strands, with 
student viewpoints including the idea that only the brighter 
students achieve well in mathematics and teacher viewpoints 
including the idea that mathematics requires a disciplined 
analytical mode of thinking, whereas English requires creativity 
and lateral thinking. 
Thirdly, both subjects enjoy very significant allocations 
of time in schools and other subjects may take second place in 
the allocation of timetable hours. This may be viewed as an 
indication of the premium of value placed by the state on these 
subjects (Rutter and others, 1979). Similarly, schools make 
greater efforts with these subjects to establish them as 
compulsory to student academic courses though, in the sample 
7 
schools, mathematics can be avoided in Year 12. in regard to 
this latter point, mathematics is interesting because it is the 
only officially 'streamed' subject in Queensland state high 
schools. At the Year 10 level students are directed to enrol in 
either Advanced, General or Ordinary mathematics. In Years 11 
and 12 students may enrol in Mathematics I and II or a new 
subject known as Social Mathematics. English remains officially 
unstreamed though in the sample schools, remedial groups for 
deficient readers and writers constituted established practices. 
'Streaming' is not though an accurate description of academic 
differentiation in Queensland state high schools. The work of 
Hargreaves (1967) , Lawton (1975) , Lacey (1976) and others has 
alerted educational decision-makers to the problems in 
organizing teaching and learning to take account of measurable 
ability differences between students. Indeed, the movement of 
schools towards the accommodation of different abilities and 
the social consequences of this are seen in the following 
citation from a recent national report. 
"Misjudged parental ambitions and fears that 
differentiation will reinforce class differences 
have helped to produce too homogeneous a 
pattern for secondary schools." 
(Williams Committee Report, 1979; p.111). 
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Consequently, in the sample schools, students of varying 
abilities enrol in advanced classes. This arrangement may be 
seen largely as the schools' accommodation of parental wishes. 
In the above section the theoretical basis for classroom 
observation procedures was established. Next,the arrangements 
under which the observations were actually conducted in two 
sample schools were described. The observations were not 
sufficient of themselves to generate all the information 
necessary for elucidating the theoretical model. I shall 
therefore explain the next step in methodology, interviews with 
teachers and students, in the continuing perspective of 
theoretical requirements. 
Semi-Formal Interviews with Teachers and Students 
In keeping with the methodological requirements for the 
development of grounded theory, classroom observations required 
to be supplemented with other procedures. In the second part of 
Section B of the review of the literature a theorization of the 
in-school behaviour of teachers and students as constrained 
behaviour was presented. This theorization demonstrates the 
requirement for information from individual actors in the 
research venue. That is, given the proposition that the in-
school behaviour of teachers and students is constrained by 
subjective norms, a procedure for detecting the actor's 
subjective orientation to normative constraints is required. 
Consequently, a significant part of the researcher's time in 
the sample schools, especially during lunch-hours and staff free-
periods, was spent in discussions with staff and students. The 
discussions took the form of semi-formal interviews to detect 
teacher and student knowledge of, and subjective orientation to, 
the normative constraints represented by concept labels in the 
lower half of the orienting theoretical model. These interviews 
produced information that isolated and amplified indicators of 
the model's concepts. The interviews were also particularly 
helpful in revealing teacher and student subjective 
orientations to normative constraints, thus informing the top 
half of the theoretical model. Similarly the events occurring 
during the classroom observation periods, particularly the 
evaluative incidences of behaviour applicable to a conceptual 
category, could be further considered for meaning in the 
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interviews, in some cases with the people actually involved. 
Thus, following theoretical recommendations in Glaser 
and Strauss (1980, p.243) and Merton (1959, p.xiv) teacher and 
student interview proformas were devised. In the interview 
situation the proformas tested recognition of a stimulus 
associated with a particular conceptual category. They also 
provided an opportunity for the expression of variability and 
clarity of knowledge invested in groups with a common purpose 
or task. For example, teachers of mathematics provided 
different responses to questions about the school-based 
assessment system than teachers of English. 
Also, the proformas facilitated the judgment of responses 
in terms of their idiosyncracy, subjectivity, or the extent to 
which ideas were shared among teachers and students. This 
facilitated the researcher's understanding of the nature of 
boundaries between theoretical concepts. Questions pertaining 
to the occupational status of teachers for example, were asked 
in tandem with questions referring to collegial interactions in 
school. Responses to these questions were then compared to 
clarify the nature of the boundary between these theoretical 
concepts. 
The questions in the interview mode were also structured to 
establish: comparability over time for the responses of 
individuals and groups; restrictions on generality which would 
still however, permit a respondent to ask clarifying questions 
of the researcher further identifying principal ideas in the 
respondent's mind; new or more direct questions relevant to a 
conceptual category with the object of achieving theoretical 
saturation of that category in terms of its empirical 
indicators. 
The above comments describe the theoretical background 
to the semi-formal interviews with teachers and students. I 
shall next outline the structure of the interview proformas and 
the interview arrangements in the sample schools. 
For the interviews, three instruments, originally referred 
to as Variable Identification Proformas were designed for use 
with teachers. These are presented in Appendix Bi. Each 
proforma contains 10 originating or 'Grand Tour' questions 
(Spradley and McCurdy, 1972; p.62) derived from the concepts of 
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the orienting theoretical model and modified to include relevant 
counterparts of theory identified in Part 3 of Section A of the 
review of the literature dealing with studies of education in 
Queensland. A single proforma could be triangulated 
(Hammersley and Atkinson, 1983; p.198) against the other two 
for any one respondent. That is, each separate proforma contains 
a question about the same concept. Thus answers from some 
respondents, interviewed up to three times, could be compared. 
Similarly, questions were able to be drawn from one or more 
proformas if they appeared to have subjective relevance to the 
respondent. This process kept emerging theory clearly in view 
of the researcher and facilitated the refinement and enrichment 
of theory as information accumulated. The discussions also 
assisted the researcher and the respondent to locate the latter's 
responses to questions in the context of the sample school, the 
professional circumstances of the respondent, or in the realm of 
general knowledge. 
Interviews with teachers occurred during teacher free-
periods, lunch hours and immediately after school. In School A, 
15 of the 34 teachers participated in the interviews, including 
the 3 teachers of the classes used for observations. In School 
B, 16 of the 28 teachers participated including the 4 whose 
classes were used in the observations. Most teachers were not 
disposed to have the interview tape-recorded and this was 
therefore not undertaken. Interview respondents included all 
senior administrators, principal, deputy principal, senior 
mistress in each school; subject masters and mistresses for 
English and mathematics; a seimple of teachers from each stibject 
area of the curriculiam of the sample schools; a sample of male 
and female teachers. 
The interviews with students had the same rationale as those 
designed for teachers. There is though a difference in the 
structure of the interview schedules. These are presented in 
Appendix Bii. A single proforma of 30 originating questions was 
used selectively with the students. Groups of students, 
alphabetically ordered by surname and drawn from the observation 
classes, were interviewed collectively. The questions in the 
interview schedules were manipulated selectively to establish 
bases for comparison. For example, responses to the question. 
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"What is the purpose of the prefectorial system?" can be 
matched against another group's responses to the question, 
"What is the task of the Student Council?" Both questions 
provide information about the involvement of students in 
school governance. 
In the case of students, attempts were made to interview 
all students from each class used in the observations plus 
those students who had attained the positions of special 
responsibility such as prefect and form captain. The 
procedure realized direct interview contact with 167 students 
drawn from Year 10 and Year 12 English and mathematics 
classes in the two sample schools. Seven other students, not 
members of the observation classes but holding positions of 
responsibility were also interviewed. Group interviews with 
students occurred during lunch hours in classrooms set aside 
for the purpose by the Deputy Principal of each school. The 
discussions were tape-recorded, with student permission, and . 
edited transcripts were made of the tapes at a later date. 
The interviews with both teachers and students maintained 
confidentiality. The purpose and nature of this research was 
explained to respondents and field-notes were made available 
for scrutiny. 
I have now described the theory and purpose of the semi-
formal interviews with teachers and students in sample schools. 
I shall now outline the final component of the compendium of 
school-based measures, the acciomulation of anecdotal records, 
before proceeding to analysis and description of the three 
remaining empirical procedures. 
Accumulation of Anecdotal Records 
To supplement the classroom observations and interviews 
with teachers and students, anecdotal records were developed to 
further "saturate" conceptual categories suggested as necessary, 
by Glaser and Strauss (1980; p.Ill), for maintaining vigour in 
the development of grounded theory. 
The anecdotal records are a chronologically ordered 
series of notes that identify and elaborate particular features 
of, and occurrences in, the sample schools, and related events 
such as monthly Parents and Citizens Association meetings. 
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'Measurement' through anecdotal record keeping is useful 
because the measurements themselves are non-reactive and do 
not act to bring about change. Much anecdotal information is 
directly impressed onto the senses through unsolicited 
explanations of phenomena and casual conversations between 
informants. Interviewer-effects are not a major problem for 
the verbal connection between researcher and information 
source remains unformalized. Similarly, the direct 
observation of events and objects, without intervention on the 
part of the researcher, provides 'first hand' data in that it 
is not contrived by a particular methodology. 
The arrival of anecdotal data in the researcher's sensory 
apparatus does, however, provide for further 'opportunity 
sampling'. The data can be followed up in several ways; through 
the focused use of other instruments, through the striking-up of 
directed conversations, and through the examination of 
documentary sources that provide explicit information about 
issues. 
To illustrate this latter point I shall cite the School 
Record Card which accompanies a student throughout his/her 
career in the primary and state high schools of Queensland. 
The cards contain achievement-related, demographic and social 
data on every student in a school. Details on an individual 
student's domestic background, including parent's occupation, 
letter grades for his/her "industry", "sociability", 
"reliability" and "initiative" at various points in his/her 
school career, and numerical marks for conventional curriculum 
subjects, are all listed on the cards. The cards are a useful 
repository of sociological information. They were used by 
the researcher to authenticate perceptions. When teachers 
openly discussed, as they frequently did, particular students 
in the staff-room, the verbalized information was compared with 
the categorical information on the School Record Cards. 
The problem of authentication is very real with 
information that resides in the casual and ordinary conver-
sations of informants. At School B for example, the annual 
production of a staff-student operetta gives rise to 
controversies of various kinds and these are discussed both 
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overtly and covertly by individuals and status groups. One 
senior student confided in the researcher that the musical was 
an exercise in aggrandizement and favouritism for a few 
selected students. This contrasted sharply with explanations 
of the purpose of the musical by teachers, namely that the 
school was facilitating community appreciation of its efforts. 
The difficulty is thus to assess these assertions for 
credibility. 
Madge (1975, p.88) summarizing Gottschalk lists the 
indicators of plausibility in anecdotal statement. Firstly, if 
the information is embodied in written form as an official 
record then the information clearly has the status of legitimate 
knowledge within the social system of its use. Secondly, 
conversations which contain comments prejudicial to the 
conversants is unlikely to reflect veracity. Thirdly, points-
of-view that are expressed in a value-neutral or indifferent 
manner are unlikely to be contaminated by the biases of the 
informants. Fourthly, statements made that are different from 
or in opposition to the expectations held for the informants' 
position by the researcher, are likely to be of merit. These 
indicators of plausibility help in the judgment of anecdotal 
data. The worth of this data to emerging theory is in part 
tested by these indicators. Data judged meaningful is then 
added to material accumulated from the other procedures used in 
the sample schools. 
The gathering of anecdotal data was facilitated as the 
amount of time spent in the research setting increased. This 
is firstly because the structural and procedural character-
istics of the schools became clearer to the researcher. It 
became physically possible to place oneself closer to the 
sources of data. The school library for example, represents 
a legitimized, in the sense that it is approved by school 
authorities, formal and informal meeting-place for students at 
morning-recess and at lunchtime. The discreet positioning of 
the researcher in the library permitted the monitoring of 
student behaviours and conversations not circumscribed by the 
norms that constrain behaviour during lesson time in classrooms. 
Secondly, an 'interest decay' factor came into effect as 
longitudinal research in the sample schools continued. The 
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initial enthusiasm and curiosity displayed by teachers and 
students towards the research, tended to shift towards 
casualness and indifference, and in some cases hostility, the 
longer the researcher stayed in the schools. This made direct 
requests for information more difficult, particularly when, in 
seeking to cross-check and cross-reference informant utterances 
and to saturate conceptual categories, informants view the 
requests as having been fulfilled on previous occasions. Not 
being party to the subtlety of the methods in use, they quite 
understandably tend to lose interest. The net-result of the 
'interest-decay' factor is to shift the balance in methodology 
away from the more direct technique of data gathering towards 
the more informal and subtle techniques. 
A further factor emphasizes the importance of incidentally 
gathered information. The longer the researcher remained in the 
sample schools, the more his purposes became the public property 
of members of that school. This tended to create an 
'expectation response-set' in teachers especially. On first 
visit to the manual arts staffroom in School B, not having 
previously met the manual arts teachers, it became clear to the 
researcher that they had been well 'briefed' beforehand by other 
staff members and they had already formulated, quite incorrectly, 
notions about the questions the researcher intended asking. 
Such 'response-sets' are a significant bias and they place 
considerable demands upon a researcher's ability to retrieve 
the situation and make it consistent with the research plan. 
This type of interaction effect was less noticeable with 
student informants, who tended to define the researcher, along 
with other itinerant adults in the school, as part of the 
general adult-mediated education press on their lives. There 
is an optimum time that can be spent in gathering qualitative 
data in school. This time is though, prolonged by the gathering 
of anecdotal data from the sources described in Figure 6. The 
problem for the researcher is to recognize the point of 
optimality and to leave, at the time. The first indications of 
such a point occurred when noticeable shifts in attitudes 
towards the researcher became evident; when the customary "good 
morning" was substituted for laconic comments such as "hello, 
here's that ivory-tower sticky-beak again". 
F i g u r e 6 GENERATORS OF ANECDOTAL DATA IN SCHOOLS 
PHYSICAL LOCATIONS CORPORATE EVENTS 
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L i b r a r i e s 
Canteens 
S t a f f Rooms 
Assembly H a l l s 
Parade Grounds 
L a b o r a t o r i e s 
R e c r e a t i o n Rooms 
S t o r e Rooms 
School O f f i c e s 
LIMITED BEHAVIOURAL EVENTS 
T e a c h e r / T e a c h e r C a s u a l 
C o n v e r s a t i o n s 
P u p i l / P u p i l C a s u a l C o n v e r s a t i o n s 
P u p i l / T e a c h e r C a s u a l C o n v e r s a t i o n s 
U n s o l i c i t e d Comments 
P layground S u p e r v i s i o n 
I n s p e c t o r i a l Comments 
S tuden t ' S c a b ' D u t i e s 
In te rcom Messages 
J a n i t o r i a l A c t i v i t y 
ARTIFACTS 
Staff Meetings 
Student Council Meetings 
P & C Meetings 
Subject Area Meeting 
Parades and Assemblies 
School Bus Queues 
School Shows and Fetes 
Teachers' Union Meetings 
Ladies Auxiliary Meeting 
DOCUMENTS 
School Record Cards 
Annual Magazines 
Bulletin Board Notices 
Newsletters 
Staff Handbooks 
Parent/Student 
Prospectuses 
Curriculum Guides 
Textbooks 
Take-Home Letters 
Plaques, Trophies, Ornaments 
Photographs, Scrolls, Honour Lists 
Mascots, Flags, Badges 
Graffiti, Songsheets, Carvings 
Bags, Calculators, Work-Books 
Paintings, Wall-Hangings, Ceramics 
Rolls, Canes, Punishment Books 
Equipment, Clothing, Footwear 
Desks, Furniture, Structural Fittings 
A final comment can be made about anecdotal data. It is 
clear that the condition of "pluralistic ignorance" in schools 
(Campbell and Bassett,1976), that is, school members working with 
a restricted, curriculum-content oriented and largely subjective 
perspective of life in school, means that there are people 
without the necessary knowledge or competence to provide 
information useful to the research. It is of no value therefore 
to include such persons in direct interviews. These people 
sometimes offer themselves as authorities or interested 
witnesses. Anecdotal data provides an identification of, and a 
check up on this type of informant. One teacher for example 
spoke at length, and somewhat polemically, on the place of 
corporal punishment in the school. Checks with school and 
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departmental policy on this issue revealed that the particular 
teacher knew little about either the school's stand on the 
matter or the actual policies documented in statutes. 
In the previous three sections I have described procedures 
used in an empirical setting, two sample schools, centrally 
relevant to the orienting theoretical model. I shall now 
proceed to describe other procedures used in settings 
ancillary to the sample schools but also meaningful in the terras 
of the theoretical model. 
CONTENT ANALYSES OF KEY DOCUMENTS 
In seeking to gain further information, in particular in 
regard to social-cultural influences on schooling, this study 
must acknowledge the content and nature of the plethora of 
formal and quasi-formal documents on education in Australia. 
Clearly, recent documents had to be scrutinized for their 
salience to this study. I have chosen to regard the document 
collection for this study, the titles of which are presented in 
Appendix D, as a third repository of data complementing the 
information derived from the conventional review of the 
literature and the sample schools. Thus the content analysis 
procedure described in the following paragraphs applies only to 
those documents listed in Appendix D. These procedures 
constituted a supplementary activity to the general review of 
the literature presented in the previous Chapter. 
I have augmented the procedures used in sample schools with 
the techniques of content-analysis for three main reasons. 
Firstly, the analysis of the contents of important documents 
broadens the researcher's knowledge and understanding of the 
socio-political context within which educational activities 
proceed. Secondly, a dictionary of terms largely derived from 
the review of the literature in Chapter 2, and reflecting 
various components of the orienting theoretical model, enables 
the categorization of documents in terms of the theoretical 
objects of this study. Thirdly, a content-analysis is a 
required element in the multi-operationalist stance in this 
research. I shall elaborate these latter two reasons. 
National and state documents on education represent the ebb 
and flow of educational fashion and, significantly, changes in 
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the political-social climate in Australia and Queensland. 
Selective emphasis must therefore be placed on those details 
in documents judged informative to the concerns of this study. 
The content-analysis is thus a process of transformation in 
which indices of selectivity must be established when 
documentary material, compiled at other times and for 
different purposes, is assessed for relevance. 
The content-analysis in this study therefore acknowledges 
that the content of national and state documents on education, 
for example the Williams Committee Report (1979), may represent 
politically restricted terms of reference. Also there may be 
significant disjunctions in emphasis in educational documents, 
for example the Ahern Report compared with the Schools 
Commission Triennium Report 1982-84, depending upon the point-
of-origin and the vested interests of the authors. Furthermore 
what have been termed "reactive biases" by Webb and others 
(1973) may well pervade documents issued in episodic form and. 
which are discussed in a chronological and incremental manner 
by the public. Reports followed at a later point by a final 
report are susceptible to content instability as a function of 
the process of public submissions, public debate and 
political intervention. 
The content-analysis procedure adds an additional element 
of control over the concepts in the orienting theoretical model. 
Concepts drawn from the literature review, verified empirically 
in sample schools, and referenced in state and national docu-
ments on education are more theoretically stable than ideas 
dependent upon only one form of empirical confirmation. The 
point is emphasized in the following citation. 
"The mistaken belief in the operational definition 
of theoretical terms has permitted social scientists 
a complacent and self-defeating dependence upon 
single classes of measurement - usually the interview 
or the questionnaire. Yet the operational implication 
of the inevitable theoretical complexity of every 
measure is exactly opposite : it calls for multi-
operationalism, that is, for multiple measures which 
are hypothesized to share in the theoretically 
relevant components but have different patterns of 
irrelevant com.ponents." 
(Webb and others, 1973; p.3) . 
The place of content-analysis in this research design is 
summarized in Figure 7. The transformation indices consist of 
12 Keywords that can be recorded as they are identified in a 
F i g u r e 7 THE PLACE OF CONTENT ANALYSIS IN RESEARCH DESIGN 
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THEORETICAL 
PROPOSITIONS 
AND 
CONCEPTUAL 
CATEGORIES 
Place broad limits on 
range of documents to 
be analysed 
Provide frameworks for 
\ specification of rules 
and categories for 
deriving transformation 
indices 
Informs and refines the i 
inferential logic j 
underlying the major j 
research questions i 
Can be rechecked 
against the original 
documents 
SCRIPTS 
For comparison 
TRANSFORMATION INDICES 
For measurement: 
1 = 
2 = 
3 = 
4 = 
5 = 
6 = 
7 = 
8 
9 
10 
11 
12 
Social Norms 
Organizational 
Characteristics 
Teacher Attitudes/ 
Values 
Pupil Attitudes/ 
Values 
Teacher Expect-
ations/Needs 
Pupil Expect-
ations/Needs 
Community Expect-
ations/Needs 
Authority 
Classroom Controls 
School Effects 
Senior School 
School Decision-
making 
- -JUDGMENTS AND CONCLUSIONS 
Inference-making and 
inference refining 
processes 
AGGREGATED WITH INFORMATION 
FROM OTHER QUALITATIVE 
MEASURES 
CONTRIBUTES TO THE ADEQUACY 
AND STABILITY OF THEORY 
documents. The frequencies can be compared to provide an 
indication of the direct or idiomatic emphasis that a Keyword 
receives. These Keywords constitute the content-analysis 
dictionary. Each Keyword consists of language signs and cues 
that signal the significance of a document's content to the 
components of the orienting theoretical model. For example, 
this study is centrally concerned with rule-governed behaviour 
in schools. The procedure in content-analysis therefore is to 
allocate the appropriate semantic category, m this case 'social 
norms', to reports containing considerations of rule-governed 
behaviour in schools. The allocation of the category instances 
the behaviour and scores it as such. Further clarification of 
this is contained in the following citation. 
"A content analysis dictionary is similar to any 
dictionary in that it gives descriptions or 
meanings of words. However, it differs from a 
standard English language dictionary, such as 
Websters in that the meanings of words are given 
by a semantic classification indicating the 
relevance of the particular woi^ds to a social 
science theory being used by the investigator. 
Thus, a content analysis dictionary is a concrete 
representation of the investigator's theory as it 
relates to verbal data. It consists of an entry 
list of those words he wishes recognized, with 
the appropriate categorization of each word." 
(Stone, Dunphy and others, 1966; p.135). 
•The semantic categories of social norms and community 
expectations/needs act to define documents with a significant 
social cultural bias. Similarly, the semantic categories of 
organizational procedures and authority in school define 
documents with a significant social structural bias. Also, the 
semantic categories of classroom controls and school decision-
making define documents with a social system emphasis. 
Finally, the semantic categories of teacher attitudes/values 
and pupil expectations/needs define documents emphasizing the 
orientation of individual actors, teachers and students, to the 
normative order of schooling. In such a way, these semantic 
categories achieve a theoretical conjunction between documents 
in the content-analysis and the top half of the orienting 
theoretical model. The denotations of the Keywords in the 
content-analysis dictionary, fixed by the objects of the 
research represented in the orienting theoretical model, are 
presented in Table 1. 
As each document was read and analysed, a Content Analysis 
Schedule (Appendix C) was appended to it. Tentative inferences 
were made at the time and recorded on the Schedule. This 
assisted inductively (Glaser and Strauss, 1980; p.114) in the 
continuing development of theory. In addition, as the reading 
and analysis progressed a complete annotated file of documents 
was established. The documents were then grouped, firstly on 
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TABLE 1 
CONTENT ANALYSIS DICTIONARY 
SOCIAL NORMS - rules which guide behaviour and which typically 
appear at 3 levels of institutionalization -
a) folkways, or informal rules that may be governed by 
minor sanctions and which may be consensually negotiated 
b) mores or powerful constraints usually widely understood 
and shared in the culture and which may be governed by 
strong sanctions 
c) laws, or legally binding rules involving strongly 
institutionalized sanctions. 
ORGANIZATIONAL CHARACTERISTICS - administrative procedures that 
are of a regulational kind, and which may be defined as 
procedure required by statute in state education departments in 
Australia; or the social structure of particular schools. 
TEACHER ATTITUDES/VALUES - those traits, expressed opinions and 
dispositions which are reported on as being evident in teaching 
duties in classrooms and which are described as related to the 
occupational context of teaching. 
PUPIL ATTITUDES/VALUES - those traits, expressed opinions and. 
dispositions which are reported on as being evident in the 
general demeanour of pupils whilst on school premises and which 
are regarded as a function of school membership. 
TEACHER EXPECTATIONS/NEEDS - those prerequisites of a personnel 
and professional role policy kind that are deemed crucial to 
the attainment of satisfaction in teaching. 
PUPIL EXPECTATIONS/NEEDS - those features of school life that 
both foster and impede the development of a positive self 
concept and a propensity to action in school. 
COMMUNITY EXPECTATIONS/NEEDS - those perceptions, opinions and 
aspirations that the community holds for the formal purposes of 
schooling, especially relating to concepts of sound morality 
and public service. 
AUTHORITY IN SCHOOL - those mechanisms of a formal and informal 
kind that are established to confer legitimacy upon the holders 
of particular offices such as Deputy Principal and Form Captain, 
CLASSROOM CONTROLS - those sanctions of a positive and negative 
kind that are used to induce conformity amongst members of 
school populations. 
SCHOOL EFFECTS - the consequences of prolonged involvement in 
schooling for individuals, especially in terms of achievement 
for students and career mobility for teachers. 
SENIOR SCHOOL - the policies, practices and demography of Year 
10, 11 and 12 students (and their teachers) in Queensland and 
Australian State High Schools. 
SCHOOL DECISION-MAKING - those formal and informal procedures 
that generate and activate policy in schools, with special 
reference to the prefectorial systems of students and the 
classified-position/promotional system of teachers employed by 
the State in Australia. 
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the basis of their affinity to Keywords from the content-
analysis dictionary representing a component of the orienting 
theoretical model, and secondly on the basis of their 
recurrent reference value in the objects of this research. 
This has produced a most useful and permanent index of 
information. 
I have now described the nature and purpose of content-
analysis in the design of the empirical procedures for this 
study. I now describe the fourth major empirical procedure 
in which information was gathered through interviews with 
people occupying strategic positions in the educational system 
in Queensland. 
SUPPLEMENTARY SPECIALIST INTERVIEWS 
As the empirical indicators illustrating the orienting 
theoretical model emerged and took shape during the period of 
data-gathering in the sample schools, and also during the 
content-analysis, it became clear that specialized information 
on some of these indicators was required. This was particularly 
true of those empirical indicators that highlighted social 
cultural influences on schooling. For example in the sample 
schools it quickly became clear that the achievement 
orientation in society, starkly represented in the sample 
schools by ROSEA requirements, was a recurrent concern of 
9 
teachers and students. In order therefore to balance student 
and teacher responses to the impress of the achievement 
orientation, it was necessary to obtain information from a 
representative of the custodians of the achievement orient-
ation, in this example the Executive Officer of the Board of 
Secondary School Studies. Similarly, given the impact of 
government policy on Queensland state high schools, expressed 
in laws and statutes, it became necessary to gather information 
from representatives of politically-constituted agencies 
charged with implementing policy. Thus the Appraisement system, 
the politically-endorsed system of promotions for teachers in 
Queensland state high schools, a highly visible and contro-
versial indicator of statutory control over schools and 
teachers, was reexamined through the responses of the Executive 
Officer of the Board of Teacher Education and the Inspector of 
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Secondary Schools, Darling Downs Region. The need to achieve 
a balanced explanation of the empirical indicators of social 
cultural and, to some degree social structural influences on 
schooling was achieved through specialist interviews. 
A series of 20 interviews was therefore arranged with 
people occupying key positions in specialized educational 
agencies and statutory authorities. A list of these persons, 
accompanied by copies of the appropriate interview schedules 
is provided as Appendix F. Where possible, contact was 
established with either the most central or most senior 
executive officer of the particular agency. These people 
typically have the most comprehensive stock of technical 
knowledge about their agency's structure and function. The 
choice of agency was largely dictated by the recurrent 
character of empirical indicators as these emerged in the 
sample schools. Also, the administrative relationship of the 
agency to the schools in the Darling Downs Region necessitated 
the more detailed exploration of problems and issues that 
arose as a product or process of the relationship. Matters of 
student welfare for example, are handled by the Divisional 
Guidance Office of the Darling Downs Region, rather than by the 
Guidance and Special Education Branch of the Education 
Department in Brisbane. It was therefore necessary and 
appropriate to further develop answers to questions about 
student welfare with the Divisional Guidance Officer. 
The parents selected for interview all had wide experience 
of state secondary education, in several cases being a product 
of it themselves, and all with children enrolled in the system. 
A number had several children pass through the same high school. 
All parents were active in the Parents and Citizens Associations 
of local high schools in the Darling Downs Region. Three of the 
parents were presidents of P & C Associations. Similarly, the 
local political context of state schooling was quite familiar to 
these parents and they were all known to, and on speaking terms 
with, the Principal and teachers of their own children at their 
local high school. 
All interviews were conducted on-site at the agency's 
premises or in parents' homes. Each interview lasted between 
35 and 60 minutes. The interviews were tape-recorded with the 
permission of all informants and transcripts of the tapes were 
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later typed up as minimally edited transcripts. Consistent 
with the interview schedules used with teachers and students 
in the sample schools questions were left fairly open, 
providing an opportunity for the interviewee to expound 
without too much prompting, upon the issues defined by the 
question. The questions were largely tailored to the role 
occupied by the interviewee in the formal structure of his or 
her agency. The questions were also designed to do a number 
of related things. Some were derived from areas of concern, 
pinpointed by teachers and students in the sample schools, 
which directly impinged upon the professional functions of the 
interviewees. For example, students recurrently identified 
the abstract nature of some of the subjects they study as a 
problem. The abstract nature of some subjects makes com-
prehension difficult and perceptions of the relevance of the 
subject impossible. In interviewing District Moderators in 
English and Mathematics these students opinions were explored. 
from alternative standpoints. That is, these advocates of 
particular disciplines were able to present their viewpoint and 
respond to student criticisms placed before them. 
Other questions in each schedule attempted to check agency 
expectations, particularly where a document setting out policy 
and procedure, such as the ROSBA Bulletins of the Board of 
Secondary School Studies, had been given the status of public 
documents and had been issued to such groups as teachers, 
parents and students. In this way, discrepancies between the 
literal messages contained in the document, the policy of the 
agency as verbalized by the agency's representative, and the 
manner in which the recipients of such documents actually 
responded to, or in some way 'filtered' the content could be 
ascertained. For example, in the Board of Teacher Registration 
Circular of September, 1980, the impetus for teacher 
registration is imputed to the administrative arm of State 
Government especially the higher echelons of the Education 
Department. Representatives of the Board partly endorsed this 
but also suggested that the teaching profession itself, as part 
of the push towards professionalism, was instrumental in 
bringing the process of registration to reality. Teachers in 
schools offer an alternative explanation. Teacher registration 
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(1975) was a response to a long standing industrial dilemma in 
which qualified teachers largely employed by the state were 
generally opposed to unqualified graduates, but not teachers, 
being offered teaching positions in private schools. 
Some questions simply required information, others asked 
for an expression of opinion. The range of opinion provided 
by specialists is useful for it sheds light on the 'Inside the 
Whale' problem, that is, the particular, restricted, immediate 
and localized knowledge that people have partly as a function of 
the sectorization in the education service and their position in 
such a sectorized system. More generally, the interviews 
proved very useful in filling in gaps left in the information 
provided by the other measures. In particular, the viewpoints 
and knowledge of parents proved to be in striking contrast to 
the viewpoints and knowledge of people whose paid employment is 
part of the delivery system of state education. 
Finally, given the central interest of this study on rule-
governed behaviour in schools and its sources, the specialist 
interviews provided information directly pertinent to the 
theoretical core of this study, the impress of legal-rational 
procedures on school life. 
In the previous sections of this Chapter I have outlined 
five primary data-gathering procedures. Information accumulated 
from these procedures was next incorporated in survey-
instruments later administered to a wider population of teachers 
and students. These surveys produced additional information but, 
importantly, tested the visibility and meaningfulness of the 
orienting theoretical model. The surveys acted then as a 
partial test of the generalizability of the theoretical model 
implied by research question five. I now describe in detail the 
structure and theoretical functioning of the survey instruments. 
SUPPLEMENTARY SURVEYING 
The final component of the set of empirical procedures for 
this study required the construction of two forms of an opinion 
inventory. The opinion inventories were designed to make 
visible to a wider survey population of teachers and students, 
the content and issues discovered as factual matters in the 
sample schools. It is important to note that the facts embedded 
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in the items in the opinion inventories are correct insofar as 
they have been produced by teachers and students in sample 
schools. The inventories attempt to assess the degree of 
applicability and visibility of these factual matters to larger 
groups by using techniques which link opinions to the status, 
sex, age, experience, knowledge, beliefs and experience of the 
respondents. 
The methodological principle operative here is embedded " 
in the citation from Glaser and Strauss (19 80) and reported 
'on page 62 in the review of the literature. The opinion 
inventories represent the exemplars of conceptual categories 
to a wider population of teachers and students. 
The opinion inventories do not attempt to explore the 
nature of attitudes. The conceptual distinctions between 
attitude, intentions, beliefs and behaviour presented by 
Fishbein and Ajzen (1975), analysed in the review of the 
literature and located in the top half of the orienting 
theoretical model, are accepted. 
The opinion inventories therefore relate to implications 
contained in the third purpose of this study, stated in 
Chapter 1, and not completely explicated by methodological 
techniques so far discussed. I shall expand upon the 
implication of the third purpose of the study. 
In order to make justified assessments of the school 
worlds of teachers and students, in order to construe that 
world theoretically, it is necessary to have information about 
four things at least. Firstly, it is necessary to obtain 
samples of representative student and teacher behaviour in the 
classroom.. Secondly, it is helpful to obtain samples of 
teacher and student beliefs expressed as 'opinions' and which 
are likely to shape intentions towards particular courses of 
action in classrooms. Thirdly, it is useful to generate 
measures producing evidence of the strength of these opinions 
as evidenced in the response categories 'strongly agree', 
'agree', 'disagree' and 'strongly disagree'. Fourthly, it is 
necessary to obtain samples of the knowledge-content residing 
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in opinions and which is conveyed by teachers and students in 
the social settings these actors occupy. 
Previous aspects of methodology so far discussed have 
yielded information generally of the type outlined in points 
one, two and four immediately above. Thus the opinion 
inventories, as the final component of methodology, are 
primarily concerned with producing information described in 
point three in the previous paragraph. That is, the opinion 
inventories embody data produced in the two sample schools and 
test it for emotional strength and therefore theoretical 
generalizability with wider groups of teachers and students. 
On the basis of the type and strength of opinion of 
responses, and as these are crosstabulated with the major 
statuses of respondents, further clarification of the meanings 
of the components of the orienting theoretical model is 
provided. This is consistent, methodologically, with the 
requirements and nature of 'grounded' theory considered in the 
previous Chapter. Indeed, within the purview of Glaser and 
Strauss (1980), the opinion inventories enable further grounding 
of extant theory because it is embedded in and derivative of 
the discrete worlds of students and teachers as centrally 
perceived and reported by these actors. In the terms of Glaser 
and Strauss (1980, p.239) such theory is "substantive" in that 
it specifically applies to the empirical context in which it 
was developed. In this study, the context is the sample schools 
and the survey population of teachers and students within the 
geographical limits set by the Darling Downs Region of the 
Queensland Department of Education. Substantive grounded 
theory retains the possibility for transformation into formal 
theory, and this is of course, a major interest of this study. 
'Formal' here refers to the focus of theory on a particular 
conceptual area, in this case patterns of normative order in 
Queensland state high schools. This important nexus between 
theory and method is expressed in the following citation. 
" ... the level of generality of a substantive 
theory can be raised to a formal theory ... This 
move to formal theory requires additional analysis 
of one's substantive theory, and the analyst 
should, as stated in the previous chapter, include 
material from other studies with the same formal 
T O T 
theoretical import, however diverse their 
substantive content. The point is that the 
analyst should be aware of the level of 
generality from which he starts in relation 
to the level at which he wishes to end." 
(Glaser and Strauss, 1980; p.115). 
Having established the major theoretical premise for the 
use of the opinion inventories I shall next consider the 
details of the construction of these inventories. This will 
necessarily involve some discussion of general methodological 
considerations in the structure and use of survey instruments. 
The Construction of Parallel Forms of Likert-Type Opinion 
Inventories 
La Piere (1967) makes the point that questionnaires and 
inventories are useful if it is recognized that what they 
produce is primarily a verbal response to a symbolic situation. 
An important consideration in the construction of inventories 
therefore, is that they should not be regarded as instruments, 
capable of determining particular patterns of behavioural 
adjustments by individuals in particular settings for action. 
This recognition of a fundamental weakness of opinion 
inventories enables the recognition of a fundamental strength. 
The sum content of an opinion-inventory is representative of 
the empirical indicators, the variable structure, underpinning 
the theoretical assumptions and premises of the research. This 
is a basic structural feature of the opinion inventories used 
in this study. 'Variables' embedded in the inventories are what 
Lazarsfeld (1959, p.64) refers to as the "empirical counter-
parts of conceptual imagery". Thus the empirical indicators 
or variables embedded in declarative statements in the opinion 
inventories bear an inferential relationship to the underlying 
conceptual factors sought. I will give examples of this 
property later but in this section I wish to continue to 
emphasize principles. Following Oppenheim (1972) then, the 
opinion inventories indicate correlates upon which plausible 
inferences contributing to theory may be constructed. 
The empirical indicators or variable structure in the 
opinion inventories cannot be said to be 'pure'. However, 
given that the indicator structure is largely derived from 
theoretical notions empirically confirmed via other measures in 
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sample schools and related venues, it is not critical for all 
variables to be represented in the inventories. The aim of 
the inventories is to help in the detection of relationships 
amongst variables defining theoretical concepts. The 
inventories are not concerned, as in other forms of survey 
research, to identify the correct classification or 'score' of 
each informant against each variable. This point is expressed 
more formally in the following citation. 
"The findings of empirical social research are to 
a considerable extent invariant when reasonable 
substitutions from one index to another are made." 
(Lazarsfeld, 1959; p.64). 
Thus in opinion inventories a price must always be paid for 
the selection of variables. It is not possible to establish 
pure theoretical classifications upon which to base inventories. 
Some response to inventory items will always be misclassifled 
and the empirical findings from that single instrument will 
always be less clear than they would if it were possible to 
derive precise measures for the variables under study. More 
general considerations, derived from the literature (Riley, 
1963; Kerlinger, 1965; Madge, 1975; Moser and Kalton, 1971) are 
described below. It should be noted that these considerations 
apply to the forced choice Likert format adopted for the two 
forms of the opinion inventory of this study. 
The opinion inventories used in this study do not attempt 
to prove direct causal connections. Their main function is to 
indicate crosstabulations and relationships, thus suggesting 
further plausible lines of theoretical inference. 
The declarative statements in the inventories evoke an 
affective response, they are not statements requiring 
verification of what is already known to be factual. The 
statements in the inventories therefore use terms such as 
'should', 'more', 'most', 'seldom' etc., to evoke individual 
and group opinions. 
The Likert technique requires a mixture of positive and 
negative statements to minimize the possibility of inducing 
response sets. Opinion statements worded positively or 
negatively do not of course reflect a positive or negative 
evaluation of the theoretical objects of the statement made by 
the researcher. 
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Similarly, single item statements are required in the 
Likert format. However, some of the empirical indicators 
generated previously could not be separated from their context. 
This was particularly true of students who frequently related 
an instance to a generality. Where this was the case for an 
empirical indicator to be included in the inventories, 'double-
barreled' statements were used. Related to this is the 
complexity of vocabulary in the inventories. The two forms of 
the inventory aim at a verbal level that is marginally lower 
than the general v'erbal level in the group of respondents. 
The main structural feature of each inventory is a 
section of declarative statements established in the Likert 
(1967) format. These statements are accompanied by 'closed' 
response categories which control recall and memory, require no 
writing, and assure measurement. Also, a 'closed' approach 
ensures that the responses of groups studied in the earlier 
work in the sample schools can be compared for it is known that 
these groups have studied the same universe of content. Thus 
the declarative statements are so organized that social actors 
previously identified as having different statuses, for example 
Year 10 and Year 12 students, teachers occupying classified 
positions, will respond differently. 
The section of declarative statements established in the 
Likert format is accompanied by a section of direct questions 
about relevant classificatory variables such as sex, year group, 
classified position and so forth. This section is titled 
Section B in the inventories. It produces information useful 
in its own right but it also provides group indicators against 
which the affective responses from Section A may be classified. 
Following conventional Likert format theory (Edwards, 1957; 
Andrich, 1978) names for the extremes of the affective response 
continuum are immaterial. The important point is that the 
statements in Section A, worded and balanced to produce a 
reaction that is more towards one end of the affective 
continuum, should do so in a modal sense with the groups 
represented by clusters of classificatory variables. More 
simply the classificatory variables permit quantitative 
discrimination amongst responses to declarative statements. 
The classificatory questions are towards the end of the 
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inventories. On reaching this section respondents should have 
become convinced that the inventories are meaningful and will 
therefore be more likely to disclose personal information. 
The final section of the inventories. Section C, is open 
permitting respondents to introduce new information or to 
qualify the pre-coded questions previously encountered in 
Sections A and B. 
I have now considered the general theoretical principles 
of Likert-style opinion inventories as these apply to the 
instruments used in this' study. I shall now elaborate on the 
links between the content of the inventories and the 
theoretical objects of this study. 
Theoretical Qualities of the 'School System Opinion Inventory' 
The instrumentation described in this section of the 
Chapter was designed for survey populations of teachers and 
students. Both of these groups are constrained by time and 
availability in completing questionnaires. The Likert format 
for the two parallel forms of the School System Opinion 
Inventory (Forms LMP-1982 and LMT-1983; see Appendix E) is 
convenient for it reduces the demands on respondents, 
especially writing demands, yet makes available a universe of 
content which is theoretically significant to both groups. I 
shall elaborate on this general notion. 
The items in a Likert summated rating scale can be grouped 
in specified ways. In this case the items are grouped to 
represent identified normative pressures on teachers and 
students that typically have different points of origin; in 
educational policy making bodies in wider society; in the 
management system of the Queensland Education Department; in 
the school itself. Scores for individuals can be easily 
computed on a single item, a group of items, or a number of 
groups of items. The use of group and sectional scores from 
the inventory facilitates the development of theory. 
Given the theoretical position of this research; that the 
same theoretical concepts can be used to explicate the beliefs 
and behaviour of teachers and students in terms of their 
empirical counterparts, a Likert format offers flexibility and 
control not easily reproduced in other types of questionnaire. 
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Given the obvious differences between teachers and students, 
especially on the dimension of motivation to complete a 
questionnaire plus the writing abilities needed for the task, 
the Likert format is arguably the most acceptable form of 
survey instrument to the survey population. Similarly, given 
the dependence of the research upon evidence generated in two 
sample schools, the further authentication of theoretical 
propositions is made possible by exposing them to a wider and 
more neutral audience, 'neutral' in the sense that the survey 
population has not enjoyed the proximity to the objects of 
research shared by the two sample schools. The use of the 
inventories provides some information about the typicality of 
the sample schools. They also shed light on the generalizing 
power of single items in Section A of each inventory. 
Evidence produced by teachers and students in the sample 
schools tended to support the point that certain types of 
rating scale are compatible with the manner in which people 
think. Many of the theoretical objects of this study were 
viewed or expressed by teachers and students in terms of their 
'agreement' or 'disagreement' with issues connected to these 
objects. It was anticipated that this would be so. The 
inventories attempt therefore to embody theory, to make visible 
the issues connected with theoretical objects and yet avoid 
propelling the theorist/researcher towards what Dawes (197 2, 
p.112) calls the "literal interpretation fallacy". In real 
terms therefore, responses to the declarative statements in the 
inventories cannot be taken as unequivocally true indicators of 
the stable opinions of teachers and students. The responses 
are simply plausible adjuncts to information deemed theoretic-
ally relevant to the school worlds of teachers and students 
and initially produced in two sample schools and related 
settings, representative of that world. Thus the declarative 
statements in Section A of Form LMP-1982 and Form LMT-1983 have 
their origin in the empirical counterparts of the orienting 
theoretical model, identified in the literature and confirmed 
in the sample schools and related venues through the method-
ologies described earlier in this Chapter. 
The basic organizational format for Section A is 60 
statements ordered in reciprocal pairs (1 + 31; 2 + 32; 3 + 33 
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etc.). The ordering of statements 1 - 3 0 and repeat 31 - 60) 
is not random. Each theoretical notion embedded in item 
statements in Section A is considered a categorical variable. 
The reciprocity that is built into Section A however, reflects 
the viewpoint that items may be sufficiently close in content 
such that both can be used in tandem to illustrate a 
theoretical concept. For example, on Form LMT-1983 items 
1+31, 2 + 3 2 , 3 + 3 3 inform an emerging theoretical concept 
of 'Statutes', that is, statutory control over teachers. Item 
2 in the same set, dealing with teacher opinions about corporal 
punishment, may of course be analysed categorically. The 
structuring of items in the inventories is 'top - down'; 
statements containing content the origin of which lies in the 
social cultural system appear first, followed by items with 
content origins in the social structural system, and lastly 
items with content origins in the social system of the school. 
This reflects the structure of the orienting theoretical model. 
The selection of indicators or exemplars of theoretical 
concepts for including as Section A inventory items was a 
matter of judgment. The words selected to express an indicator 
specify as tightly as possible manifest forms of the theoretic-
al concepts emerging in this research. Prior to the 
construction of the inventories, both the indicator and its 
'parent' theoretical concept were known and documented by the 
researcher. Each statement in Section A does not attempt to 
prove the existence of the content upon which it is based. 
The statement merely tests the visibility of this content by 
the strength of responses to issues already deemed relevant by 
teachers and students. 
To illustrate the point further consider item 2 on Form 
LMT-1983 and item 2 on Form LMP-1982 both of which are 
concerned with the issue of corporal punishment. Discipline 
related issues are a constant source of attention for both 
teachers and students. Both groups have different 
perspectives on these matters, perspectives shaped by age, sex, 
experience and so forth. Corporal punishment is arguably the 
most dramatic, and latently controversial, manifestation of 
discipline-related issues acknowledged and circumscribed by 
the State under Section 36 of the Education Act 1964-1974. 
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What is predicted is that teachers and students will sharply 
bifurcate in their response to the statement about corporal 
punishment and that there will be further bifurcation within 
the sub-groups of teachers and students. An empirical 
demonstration of this bifurcation along an 'agreement' plus 
'disagreement'continuum is useful for demonstrating the 
differential consequences of statutory constraint on the 
behaviour of teachers and students. 
A major step in the establishment of the opinion 
inventories was the writing of 100 draft statements on 12 cm 
X 8 cm cards. These statements were then continually 
reviewed by the researcher and small panels of teachers and 
students, chosen from within the sample schools and from other 
schools, over a period of several months commencing towards the 
end of the period of observation in the sample schools. 
Statements were considered for adequacy in wording, relevance 
and visibility to the worlds of teachers and students, and 
proximity of the cognitive objects in the statement to the 
organizing concepts of the research. 
The item pool for Section A in the final form of each 
inventory comprises statements that have produced strong, and 
therefore meaningful, responses in teachers and students. 
Direct phrasing, colloquialisms, and emotion producing terms 
are devices used to evoke meaningful responses. Ambiguity 
plays a part in individual responses but it is the function of 
the classificatory indices in Section B to control ambiguity. 
In any case, as Oppenheim (1972, p.115) points out, making 
statements completely unambiguous brings its own problems as 
respondents frequently "cloak" their answers with idiosyncratic 
contextual details. Oblique statements are useful for not 
revealing too much about the purposes of the inventory. 
Section B in both forms of the inventory consists of a 
series of direct questions which elicit the range of 
classificatory indices, consistent with those which were 
manipulated in the sample schools. In the case of Form LMP-1982 
significant classificatory indices are student year level 10 
or 12, sometimes referred to in Queensland as 'Grade' levels, 
sex, academic orientation as indicated by placement in 
differentiated maths classes, posts of responsibility held. 
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perception of curriculum subject difficulty, type of school, 
and most useful subject. These are the major dimensions or 
axes along which responses to schooling amongst students in 
the sample schools are differentiated. Other, more peripheral 
measures include, number of years at school, geographical 
proximity of domestic residence to school, and a single 
measure of socio-economic status as indicated by family 
'breadwinner's' occupation. 
In the case of Form LMT-1983 important differentiators of 
teacher response to the content of schooling are age, sex, 
occupancy of a classified position, subject teaching commit-
ments, breadth of experience as suggested by location of 
teacher/academic training courses, and overseas/interstate 
experience, number of years teaching, preference for teaching 
a particular year group, and experience of teaching in Brisbane 
high schools. 
Section C in both forms of the inventory is open and 
optional. The primary purpose of this section is to give 
teachers and students the opportunity to add relevant, 
additional information not defined by the items in Section A. 
They may qualify the strength of responses to items in Section 
A by adding contextual details and supporting information that 
illuminates a subjective orientation to any single item. 
I shall now outline some additional technical features of 
the inventories. Firstly, the instructions are reduced to a 
minimum to put respondents at ease whilst at the same time 
convincing them of the value of the survey. Secondly, the 
survey population is clearly identified in the instructions but 
the confidentiality of responses is guaranteed. Thirdly, both 
forms can be completed in thirty minutes and are computer-
typeset to the same standard conventions. Both forms are 
colour coded, yellow for the student form, green for the 
teacher form, for ease of identification. Fourthly, advice 
from the experts who had provided detailed comments on the 
items for Section A, led to the selection of a four category 
response format and to the omission of a 'neutral' or 'no 
opinion' response category. Given the feature of the 
inventory, that it is a barometer of strength of opinion 
towards issues known to exist, the absence of a mid-point in 
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the response format is unlikely to produce marked errors of 
central tendency. Likert scales are not metric or interval 
measures and therefore the placement of a mid-point on the 
inventory would be artificial as it could not statistically 
discriminate the point at which scores in the middle range 
change from mildly positive to mildly negative. The 
literature does indicate that Likert scales differentiate 
between groups and within groups and that percentile norms 
and standard-deviation norms can be calculated if the sample 
size is large enough. One writer summarizes the issue of a 
neutral point in Likert scales this way. 
"With regard to the neutral point on the scale 
we must agree that this is not necessarily the 
midpoint between the two extreme scale scores; 
moreover scores in the middle region could be 
due to lukewarm response, lack of knowledge, or 
lack of attitude in the respondent (leading to 
many uncertain responses), or to the presence 
of both strongly positive and strongly negative 
responses, which would more or less balance 
each other suggesting that the scale is not 
undimensional. Clearly with such different 
possibilities the neutral point would be 
difficult to locate and even more difficult to 
interpret." 
(Oppenheim, 1972; p.141). r- • 
In the paragraphs immediately preceding I have outlined the 
structure and purpose of parallel forms of Likert-style opinion 
inventories. The development, and later use of these 
inventories constituted the final component of the empirical 
procedures developed for this study. I shall now briefly 
provide details of the survey population to which the opinion 
inventories were directed and then conclude this Chapter on 
methods. 
School Survey Population Characteristics 
The survey population comprises teachers and Year 10 and 
Year 12 students in state high schools and secondary departments 
in the Darling Downs Region of the Queensland Department of 
12 Education. The region is one of ten such regions throughout 
the state having geographical and administrative inclusiveness. 
The region contains the two sample schools used in the field-
work prior to the survey. The characteristics of the survey 
population are presented in Table 2. 
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It was not possible to generate purely random samples 
from the survey population. Some schools simply declined to 
participate imposing a constraint on randomness. Where 
possible the selection of the sample for survey reflects the 
principles of proportionate stratified sampling (Butcher, 
1966; Chase, 1967; Blalock, 1972) with some control on 
randomness. The essential features of the sample frame are 
as follows. 
Firstly the population was listed and counted which was 
necessary for drawing the actual sample and for making some 
statistical generalizations from the sample. Secondly the 
population was divided into groups theoretically relevant to 
the study. The sample therefore constituted Year 10 and Year 
12 students and their teachers, permitting the selection of 
sub-samples from each stratum. The minimum number of survey 
respondents in each stratum was set at 10% of the total. For 
Year 10 students the minimum number was 186, for Year 12 
students 60, and for teachers the number was 53. The actual 
numbers of respondents included 165 Year 10 students, 76 Year 
12 students and 102 teachers. 
Under conventional randomization practices each individual 
in the survey population should stand an equal chance of 
appearing in the sample. Given that in practice Queensland 
Education Department and school options work against this, it 
was easier to substitute schools instead of individuals into 
the sampling frame. Consequently, each eligible school in the 
Darling Downs Region was assigned a random number and given the 
opportunity to appear in the sample. As each school number was 
drawn, formal contact was made with the school, after general 
permission to approach principals of possible schools had been 
granted by the Education Department, to ascertain willingness 
to participate. If a school declined to participate, two high 
schools and one secondary department declined, it was simply 
removed from the list of random numbers and then the next 
school was contacted. Enrolments at potential participating 
schools were checked to ensure close adherence to the 10% rule. 
Proportionality was approached through the 10% criterion. That 
is, the proportion of individuals per stratum in the sample is 
the same as the proportion represented by that stratum in the 
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School Survey P o p u l a t i o n C h a r a c t e r i s t i c s - D a r l i n g Downs Region 
for t h e y e a r 198 3 
i) 
Number of Schools Number of Teachers Number of Students 
High Schools 10 
High Tops 10. 
ii) 
Number of Schools 
Surveyed 
High Schools 4 
High Tops 1 
537 
Number of Teachers 
Surveyed 
Male 57 
Female 4 5 
Year 10 
Year 12 
Number of 
Surveyed 
Year 10 
Year 12 
1861 
605 
2466 
Students 
165 
76 
102 241 
N.B. 'High Tops' is the colloquial name for a secondary 
department catering for students in the first three 
years of secondary education. Years 8, 9 and 10 to 
age fifteen, the school leaving age. 
survey population of all secondary school students in the 
Darling Downs Region, and in the total population of teachers 
in Queensland state secondary schools. 
It was assumed that the advantages of stratified sampling 
would only occur if the strata into which the sample was divided 
was relatively homogeneous compared with the survey population 
as a whole. It should be clear that drawing samples of 
students and teachers from Queensland state schools is 
politically and socially sensitive. Normal statistical 
features of random sampling are at risk in such an empirical 
environment. The researcher was entirely dependent upon 
access to teachers and students through principals of schools 
after initial clearance of the research project through the 
Queensland Department of Education. 
CONCLUDING REMARKS 
This Chapter has explained the derivation of empirical 
procedures, used in fieldwork settings, to test an orienting 
theoretical model developed from the review of the literature 
in Chapter 2. 
134 
In the second section of this Chapter a computer program 
known as Interpretive Structural Modelling (ISM) was outlined. 
The program was considered to be part of empirical method-
ologies in that it helped in clarifying the literature, 
particularly in regard to the allocation of concept labels to 
complex chains of ideas subsumed in the orienting theoretical 
model. 
Thus having established an orderly model containing 
relevant social science categories, argued as necessary for 
the commencement of research into schools, data-gathering 
procedures were developed for use in two sample schools. 
These procedures, the analogues of components of the orienting 
theoretical model, fell into four groups. Firstly, a battery 
of qualitative measures for use in two sample schools was 
outlined. This included the direct observation of classroom 
activity, semi-formal interviews with teachers and students 
and the accumulation of anecdotal records. A section of the 
Chapter, preceding the discussion and analysis of these 
measures, was reserved for the description of the socio-
geographical context of the two sample schools. 
Secondly, a procedure for analysing key Australian and 
Queensland documents on education was developed. Three major 
reasons were evinced for this procedure in its augmentation of 
the earlier measures developed for use in sample schools. 
Thirdly, a series of specialist interview schedules were 
constructed. These were necessitated by the nature of the 
empirical indicators, supporting theory, that emerged during 
the period of data-gathering in sample schools, and also during 
the content-analysis of documents. Thus in a subsequent part 
of this Chapter the theoretical purpose of these interview 
schedules was explained and the practical arrangements for 
conducting the interviews were outlined. 
The fourth and final group of procedures necessitated the 
gathering of information from a wider survey population of 
teachers and students. Thus the latter parts of this Chapter 
consider the construction of parallel forms, for teachers and 
students, of a Likert-type opinion inventory, later used with 
a survey population of teachers and students in the Darling 
Downs Region. These sections consider general methodological 
principles in the construction of opinion inventories. They 
also review the theoretical qualities of the inventories in the 
perspective of the purposes of this study. Finally the 
discussion of the inventories is supplemented with a short 
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section detailing the characteristics of the school survey 
population to which the inventories were directed. 
In Chapter 4 I present the data produced by the empirical 
procedures outlined above. In doing this I shall be testing 
the efficacy of the orienting theoretical model, in terms of 
its assumptions, by producing empirically warranted 
explanations of the normative order in Queensland state high 
schools. I now document the results of the fieldwork and 
ancillary procedures. 
END NOTES 
1 The theory underpinning ISM is outlined in J.N. Warfield. 
Societal Systems : Planning, Policy, Complexity New 
York: John Wiley, 1976. The version of the program used 
in this study was authored by Michael McFarlane of the 
Centre for Applied Research Methodology at Darling Downs 
Institute of Advanced Education. I am pleased to 
acknowledge Mr. McFarlane's assistance in using this 
program. 
I A page of a typical ISM text file for this study is 
included as Appendix J. 
3 I have modified the meanings of these terms but they 
remain in keeping with definitions provided in R. Elboim-
Dror, "The Organizational Characteristics of the Education 
System", Journal of Educational Administration, XI(1), 
1973. 
4 Persons and Dwellings in Local Government Areas and Urban 
Centres - QueenslanH^ Canberra: Australian Bureau of 
Statistics/ 1983. 
5 This electoral division was recently renamed Groom. 
6 This judgment is made on the basis of interview 
information provided by members of the Parents and 
Citizens Associations of both schools. 
7 Examples of student academic course structures for Years 
10, 11/12 in School B are presented in Appendix H. 
8 All the measures used in the sample schools were conducted 
in accordance with the Code of Ethics of the Australian 
Association for Research in Education. 
9 ROSBA is the acronym for Review of School Based 
Assessments, a series of modifications to the system of 
school-based assessments of student academic performance 
in Queensland high schools imposed by the statutory 
Board of Secondary School Studies. This Board, legally 
constituted under the Education Act 1964-1974, super-
vises syllabus provision and student certification in 
Queensland secondary schools. 
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10 Major status categories include sex, year group and type 
of mathematics studied for students; sex, classified 
position, and number of years teaching for teachers. 
11 Sixty statements were selected for draft forms. Comment 
on these was sought from: Applied Research Methodology 
Centre, D.D.I.A.E.; Centre for the Study of Teaching, 
Western Australian Institute of Technology; Department 
of Education academic staff. University of Queensland; 
Research Branch, Queensland Department of Education; 
additional teachers and students in the Darling Downs 
Region. A revised format for Section A was developed to 
incorporate the comments made by critics and this was 
compared with over 100 similar instruments in the volume: 
M.E. Shaw and J.M. Wright, Scales for Measurement of 
Attitudes. New York: McGraw-Hill, 1967. 
12 A secondary department in Queensland is coloquially 
referred to as a 'high-top'. It comprises only the first 
three years of secondary education. Years 8, 9 and 10, to 
age fifteen, and is found in rural areas. 
13 The actual number of required respondents in the Year 10 
category was not reached due to absenteeism and early 
leaving. Other strata numbers exceeded minimum 
requirements. 
14 Derivations of the instrumental/expressive/normative 
configuration of social action are available in the 
research literature. Widespread variation and interpretation 
in the use of the schemata may be noted. The use of the 
schemata for the broad classification of social action in 
organizations, particularly business enterprises, is to 
be found in R.H. Hall, Organizations, Structure and Process. 
Englewood Cliffs, N.J., Prentice Hall, second edition, 1977. 
See page 32 in particular. A more extensive treatment 
is provided by A. Etzioni, Modern Organizations> Englewood 
Cliffs, N.J.,'Prentice Hall, 1964, pp. 61-67. The 
instrumental/expressive dichotomy in the perspective of 
the organizational aspects of social control is outlined 
on 398 of Volume 14 of the International Encyclopedia of 
the Social Sciences. Macmillan and Free Press, 1968. 
Bernstein has also used the instrumental/expressive 
configuration in an attempt to clarify the bases of formal 
structure in schools. See the two chapters "Sources of 
Consensus and Disaffection in Education" and "Ritual in 
Education" in B. Bernstein, Class, Codes and Control: 
Towards a Theory of Educational Transmissions, Volume 3. 
London: Routledge and Kegan Paul, 1975, pp. 37-66. 
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CHAPTER 4 ; INTERROGATING DATA TO CLARIFY A THEORY OF 
NORMATIVE PRESSURES ON QUEENSLAND STATE HIGH 
SCHOOLS - THE RESULTS OF EMPIRICAL PROCEDURES 
CONDUCTED IN FIELDWORK AND RELATED SETTINGS 
INTRODUCTORY REMARKS 
In the previous Chapter I explained the derivation and 
nature of empirical procedures and the fieldwork contexts in 
which these procedures were used. In this Chapter the results 
of those procedures are documented. The order of treatment of 
data parallels the order of explanation of the empirical 
procedures in Chapter 3. 
Following these introductory remarks, in Section A of 
this Chapter, data are presented to reveal empirical 
indicators of social cultural, social structural and social 
system influences on schooling. This data consists firstly of 
selected, direct observations of classroom activity in which 
the instrumental and normative components of that activity are 
illustrated. Secondly, samples of content informative of 
social influences on schooling are drawn from scripts of 
interviews with teachers and students in the sample schools. 
Thirdly, material further relevant to theoretical considerations 
is drawn from the anecdotal records of daily practice in the 
sample schools. 
Fourthly, the emphases in key documents also pertinent 
to the theoretical objects of this study are identified through 
the mechanism of the content-analysis dictionary. Fifthly, 
material supplementing previous data is presented in the form 
of systematic extracts of transcripts of interviews with 
specialist education personnel. Section A concludes with some 
brief, summary remarks in which the previously tabulated data 
are translated into the terms of the theoretical model 
presented in the review of the literature. I shall however, 
make a fuller explanation of the significance of the data in 
Chapter 5. 
In Section B of this Chapter data are presented to reveal 
the empirical indicators of the subjective responses of 
teachers and students to the impact of normative pressures. 
This data is based around the expressive components of class-
room activity recorded in lesson observation scripts. The 
data is also drawn from those responses in the interview 
scripts of teachers and students exemplifying the evaluative 
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aspects of teacher-student interaction in the sample schools. 
Section B also concludes with some brief, summary remarks in 
which the previously tabulated data are translated into the 
conceptualization of constraint at the level of individual 
actors. That is, the top half of the orienting theoretical 
model is summarily retheorized through the data presented in 
Part B. 
The final substantive report of results is titled 
Section C. This section differs from the previous two in 
reporting quantitative rather than qualitative data. That is, 
data drawn from sample surveys are analysed through the 
mechanisms of frequency distributions and crosstabulations. 
In the summary remarks conclusion to Section C, the opinions 
of teachers and students crosstabulated by their statuses and 
previously reported in statistical form, are briefly assessed 
for their contribution to the generalizability of the 
theoretical model. 
In the concluding remarks section of this Chapter, the 
data reported in Sections A, B and C are summarized and used to 
construe the theoretical model first presented in Chapter 2. 
The wider implications of the documented evidence are 
postulated in Chapter 5. 
A diagrammatic summary of the nature and order of treat-
ment of the results of empirical procedures, that is, the 
structure of Chapter 4, is presented in Figure 8. I shall now 
document the results. 
A SELECTED DIRECT OBSERVATIONS OF CLASSROOM ACTIVITY -
INSTRUMENTAL AND NORMATIVE COMPONENTS OF LESSON 
OBSERVATION SCRIPTS 
In Chapter 2, the review of the literature, in the section 
outlining the structure of the theoretical model, an explan-
ation of concept labels subsuming the broad range of social 
influences was provided. 'Achievement Orientation' for 
example, was offered as a key conceptual descriptor of social 
cultural influences on schooling. This concept, and attendant 
concepts in the three categories of social influences will be 
elaborated upon in the context of theory at the end of this 
Chapter and in Chapter 5. In this section I wish to show how 
parts of the 'achievement orientation' and related concepts are 
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Figure 9 AN INSTRUMENTAL EVENT SEQUENCE IN A MATHEMATICS CLASS 
VENUE : School B GROUP : Year 12 Advanced Mathematics 
LOCATION : Room C9 N = 15 (6F; 9M) 
OBSERVATION NUMBER : 24 OBSERVATION NUMBER PER GROUP : 7 
DATE : 20/7/82 LESSON DURATION : 40 minutes 
1. Teacher commences the lesson with the statement: "Fred 
Smith is going to tell us about the addition principle." 
2. Fred stands up and says out loud: "If two operations are 
mutually exclusive and if the first can be performed in M 
ways and the second in N ways, the number of ways of 
performing one operation or the other is M plus N." 
Teacher writes this on the board as student speaks aloud. 
3. Teacher now writes the following question on the black-
board. How many kinds of messages can be sent if we run 
3 flags up a ship's mast? 
4. The question is posed inferentially to students who discuss 
it among themselves and do calculations in exercise books. 
I 5. Without further discussion the teacher writes the 
\ following on the blackboard, 3 flags, 3 x 2 x 1 = 6 ways, 
1 OR 2 flags, 3 x 2 = 6 ways, OR 1 flag, 3 x 1 = 3 ways: 
j 15 messages sent. 'OR' in the problem indicating mutual 
j exclusivity identifies the addition principle. 
I 6. Teacher writes problems on blackboard involving 
permutations and combinations of numbers of coins, dice, 
cards. Students do the problems in their exercise books. 
reflected in the instriamental and normative patterns of action 
in classrooms. Consider Figure 9, an example of a typical 
instrumental event sequence in a Year 12 mathematics class on 
number permutations and combinations. 
In this mathematics class, as in others, a directed focus 
on predetermined content, conformity to standard procedures of 
computation as directed by a conventional arithmetic axiom, 
and convergent approaches to blackboard arithmetic problems 
are clear features. The teacher is here the custodian of 
appropriate content and the computation rules by which achieve-
ment in mathematics is realized. 
Consider next Figure 10, a typical normative event 
sequence for a Year 10 Advanced mathematics class. These 
rules and expectations are representative of the standardized 
pattern of classroom and timetable organization in School B. 
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Figure 10 A NORMATIVE EVENT SEQUENCE IN A MATHEMATICS CLASS 
VENUE : School B GROUP : Year 10 Advanced Mathematics 
LOCATION : Room Al N = 21 (12F; 9M) 
OBSERVATION NUMBER : 40 OBSERVATION NUMBER PER GROUP : 11 
DATE : 12/8/82 LESSON DURATION : 40 minutes 
1. Bell rings at 9.40 a.m. Students gather in two columns, 
girls first, on verandah outside room Al, a portable 
unit. 
I, Teacher arrives and stands at door. Talking stops and 
the teacher directs girls to enter room first. 
I. All students remain standing behind individual desks. 
Teacher enters room last, says "Good morning" and 
directs students to sit. 
4. The students are generally quiet but as they complete 
individual maths exercises, one boy is expelled from the 
room for talking and made to stand on the verandah, 
3, Students consistently raise right arm when wishing to 
speak to teacher, who ignores student questions un-
accompanied by raised right arm. 
f. Bell to end of lesson rings whilst teacher is still 
supervising one individual's work. 
Jm Students work on impassively until teacher notices the 
time and hurriedly dismisses the class. 
i. Students leave the room in an orderly way but not 
differentiated by sex, and having first placed chairs 
under desks. 
Just as it is clear in Figure 9 that the teacher is the 
custodian of achievement so it is clear in Figure 10 that the 
teacher is an authority figure, a custodian of rules. The 
pattern of instrumental and normative activity embodied in 
Figures 9 and 10 is characteristic of lessons observed in the 
sample schools. 
Dialogue and participation were encouraged in all 
observed lessons conducted by the seven (7) teachers co-
operating in the study. However, the conveying of syllabus-
based recipe knowledge from the teacher to the student 
generally through conventional expository methods was the 
most striking feature of all eighty-eight (88) lessons 
Observed. Only minor variations in teacher strategy, on three 
occasions one of the mathematics teachers organized his lesson 
around student-centred simulations, were witnessed. The 
approach of teachers was typically friendly but formal and 
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correct, characterized by extensive verbal explanations at 
the beginning and end of lessons. Student responses were 
characterized by busyness, responding rather than initiating 
talk, much seatwork, and a great deal of copying notes from the 
blackboard and doing work exercises from single, set textbooks. 
I shall offer further, and more varied, evidence for these 
observations. 
Consider Figure 11 a typical instrumental event 
sequence in a Year 12 English class. This English class 
follows the pattern of conventional expository teaching but is 
marginally more flexible than observed mathematics lessons. 
A central feature is the teacher's control over the conventions 
of the critical appreciation of literature, allegory, metaphor 
and analogy. The students in this class, older than those in 
the previously observed mathematics class, were not 
differentiated by ability and this helped to provoke a wider 
range of verbal and written responses to the lesson's content. 
Note though the general acquiescence of the students to the 
teacher's 'right' to direct activity and to make pronouncements 
and judgments about correct and incorrect student responses, 
especially in their written work. Indeed, sequential 
examination of lesson observations in both mathematics and 
English reveals a major teacher preoccupation with grading. 
Much teacher talk and activity centres upon assessment of 
student academic performances. This is illustrated in Figure 
12, a typical normative event sequence in the subsequent lesson 
for the same Year 12 English class. 
The episode recounted in Figure 12 can be judged to be 
normative in character in that the instrumental content is 
largely controlled by considerations of percentage marks and 
expectations for student academic performance. In this 
instance the examination exercises, and is so used by the 
teacher, an influence on group process in the classroom 
sufficient to deflect students' attention from intrinsically 
2 
meaningful learning to the necessity to obtain high marks. 
The above extracts of lesson observation scripts 
illustrate theoretical propositions considered in Chapters 2 
and 3. The extracts of lesson observations provide evidence 
of the constraining conditions of classroom life, that schooling 
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Figure 11 AN INSTRUMENTAL EVENT SEQUENCE IN AN ENGLISH CLASS 
VENUE : School A GROUP : Year 12 English 
LOCATION : Room B6 N = 19 (9F: lOM) 
OBSERVATION NUMBER : 16 OBSERVATION NUMBER PER GROUP : 4 
DATE ; 8/4/82 LESSON DURATION : 40 minutes 
1. Teacher returns essays to students on an earlier theme 
from the play and explains his comments and criteria for 
marking. 
2, Teacher reads aloud from 'Royal Hunt of Sun'. Students 
follow in their copies of the play. 
3* The reading continues for fifteen (15) minutes 
interspersed with teacher comments on allegory, metaphor 
and analogy in the play. The teacher comments that the 
Incas were faced with typical third world choices. Adopt 
potentially oppressive external control or starve. 
4. Students make notes independently, sometimes in the text 
of their playbooks, sometimes in notebooks. There is no 
noticeable challenge to the teacher's opinions about the 
choices facing the Incas. 
5. Teacher concludes the reading with the emphasis that the 
'hunt' is expressed as a search for purpose. 
6. Questions about Pizarro's purposes are now written by the 
teacher on the blackboard and students write paragraph 
answers for these-
is indeed a rule-bound activity. The lesson observation scripts 
have also partially suggested the nature of these rules. The 
scripts are suggestive of a powerful achievement orientation on 
schools, the press of statutory control over students mediated 
through the authority of the teachers, and the imposition of 
standardized organizational routines. Schooling for students 
is an admixture of normative and instrumental actions, the 
objectives of which merge to become 'education'. Teachers, on 
the other hand, seem to use the pattern of normative control as 
necessary for the achievement of instrumental ends. 
The lesson observation scripts do not provide exclusive 
evidence for the allocation of normative pressures to either 
the social cultural system, social structural system or social 
system. Other evidence must be produced to support this 
function and to further explicate the nature of constraints on 
schooling. In the next section therefore I will use selected 
passages of transcripts of interviews with teachers and 
students to elaborate the observation data. 
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Figure 12 A NORMATIVE EVENT SEQUENCE IN AN ENGLISH CLASS 
I VENUE : School A GROUP : Year 12 English 
^LOCATION : Room A2 N = 19 (9F; lOM) 
I OBSERVATION NUMBER : 17 OBSERVATION NUMBER PER GROUP : 5 
I 
JDATE : 22/4/82 LESSON DURATION : 40 minutes 
i 
:i. Teacher commences the lesson by giving students ten 
) minutes to plan a potential essay examination question on 
i the topic 'A Fog cannot he Dispelled by a Fan', which is 
! written on the blackboard. 
I 2. The students verbally express their concern at the 
appropriateness of this task for examination 
preparation. Their main complaint is that they have in-
sufficient direction. 
3. One girl asks: "Is there any choice?" The teacher 
replies: "Yes, your choice is either to do it or not to 
do it." The girl qualifies her question by saying she 
was referring to the final examination not the practical 
exercise. 
4. The students read aloud the details of their plans for 
the examination question. Teacher approves or discounts, 
these details by listing on the board academic 
requirements for the final examination. 
5. The students seek clarification of the percentage marks 
allocated to interpretive meanings within questions on 
the examination paper. 
6. Ten minutes of the lesson remains. The teacher devotes 
this time to a verbal analysis of 'Shakespeare's Tragic 
Villain', an analysis of Macbeth's character by Wayne 
Booth. In this analysis the literal content of the play 
is compared with Booth's interpretation of that content. 
The teacher then provides alternative interpretations 
indicating that each one could validly acquire the 
appropriate percentage mark in the final examination. 
7. The lesson ends with a laconic comment from the teacher 
in which he offers his services as a private tutor to 
those students who feel threatened by the final 
examination. 
Examples of Extracts of Interview Scripts - Teachers and 
Students 
The following conversation took place between the 
researcher here designated the interviewer (I) and a teacher (T) 
of English with eight years of teaching experience at School A. 
I What is the purpose of teacher registration? 
T It creates public sector employment in Queensland. 
The Board of Teacher Education simply duplicates a 
job of certification already completed by the 
Education Department. 
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I What are some of the implications of the ROSBA 
scheme? 
f The most obvious one is a massive increase in paper 
work for teachers and a decrease in lesson 
preparation time. The process will also contribute 
to the destruction of the subject English. The 
freedom to design courses is illusory for the 
Board's panels, whilst retaining political control, 
will place courses in the hands of people without 
expertise. However, the process may force teachers 
to look more objectively at what they do. 
I Who/what determines educational objectives in 
Queensland? 
W The Board of Secondary School Studies sets 32 aims 
for English, presumably they are defined in the 
Education Act itself. 
% What is the purpose of the Department of Education's 
Appraisement system? 
^ Its th<=oretical purpose is to improve the quality of 
education. Its real function however, is to remove 
all the best teachers from classrooms and to make 
them administrators. 
The remarks made by this teacher allocate pressures in 
school to outside sources. These remarks may be compared with 
reponses to the same questions by an experienced female teacher 
of mathematics who occupies a senior position at one of the 
sample schools. 
I What is the purpose of teacher registration? 
T It is hard to quantify its effects but it attempts 
to keep standards of teaching high. It maintains 
control over entry qualifications and, maybe, helps 
to eliminate poor teachers-
I What are some of the implications of the ROSBA scheme? 
T The formulation of assessment procedures is likely to 
become harder for teachers. It will certainly create 
an administrative load for schools. Its positive 
aspect is that students will know each step. 
I Who/what determines educational objectives in 
Queensland? 
T The Board of Secondary School Studies acting, 
perhaps, as an arm of government. The Board is 
influential particularly in determining the content 
of senior subjects. 
I What is the purpose of the Department of Education's 
Appraisement system? 
T Purpose or consequence? It allows people to improve 
themselves in an accountable sense. But good 
teachers end up in administrative positions. 
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Both sets of remarks identify the impress of statutory 
control, that is social cultural influence, in the form of the 
teacher registration process provided for under the Education 
Act 1964-1974, and also in the form of educational objectives 
impressed through the syllabus requirements of the Board of 
Secondary School Studies. Both sets of remarks also elaborate 
the functions of the Appraisement system of the Queensland 
Department of Education as a form of social structural 
influence. 
By way of contrast, the exemplification of social system 
influences on schooling is seen in the following conversation 
between the researcher (I) and a male mathematics master (T) 
with fifteen years teaching experience in rural and metropolitan 
high schools. 
I How would you describe the organizational features of 
this school? 
T We rely on a system of written notices rather than 
word of mouth. The notices are displayed in the 
office and we tick our names off when we've seen 
them. Yes, it's partly bureaucratic but it enables 
the principal to know who is in the school and some 
consultative processes do occur. Staff meetings are 
of two kinds, procedural meetings are held in the 
mornings and policy-making meetings after school. 
Similarly, consider the remarks of a female teacher (T) of 
commercial subjects in her eighth year of teaching and her third 
year at School A. 
I How would you describe the organizational features of 
this school? 
T It's a mixture of subject specialization and pastoral 
care. As a teacher of commercial subjects only 50% 
of my teaching time goes on the subject. The rest of 
the time I'm supposed to be disciplining and caring 
for the girls- This sort of job seems to go with 
commercial subjects teaching. You don't need a 
degree so people (principals) think you can pick up 
this other stuff as well. 
These extracts from interview scripts identify the nature 
and source of some of the normative pressures on teachers. I 
shall now draw out some parallel notions from scripts of 
interviews with students. Consider the following extracts of 
a conversation between the researcher (I) and a group of Year 
10 students, here designated SI, S2, S3, at one of the sample 
schools. 
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I What is the purpose of the prefectorial system? 
Si It is supposed to be a connection between the 
students and the teachers. 
1 Does it work? 
gl It is not very successful, it's for show, a status 
thing. Some prefects just get up you because they 
think they have power. 
I Do they have power? 
Si Not really, they just think they have. 
I Will you be the same when you're a prefect in Year 
12? 
i2 Probably. 
I What about the Student Council? 
i3 It's better, people put up suggestions which get 
listened to. Teachers seem to think it's important. 
Kids occasionally put outrageous ideas to Form 
Captains though. 
I Why Form Captains? 
S3 It's their job to bring ideas to the Student Council. 
I Some of you do Advanced mathematics, who advised you 
in regard to selecting this subject? 
51 Dad said so. 
52 I picked it because a good maths score equals better 
opportunities. 
53 I was going to do ordinary mathematics right up to 
the day before school then my mother came up and I 
was going to change. 
SI (Interjects) Yes, but the teacher makes recommend-
ations . 
I Following that last point, do you receive sufficient 
individual attention from your teachers? 
51 There's not really much of it in the bigger classes, 
say advanced maths. 
S3 I don't know how I pass because I hardly ever talk to 
him (the mathematics teacher). 
I What is the Board of Secondary School Studies? 
52 The Board of what? 
SI I think it's got something to do with the T.E. scores, 
and syllabuses, maybe. Has it? 
In these responses there is an acknowledgement of the 
school's discretionary powers to involve students in formal 
administration. Students recognize the symbolic rather than 
real power in prefect systems and that such systems are age 
related and, for students, unstable. The interdependence of 
the achievement orientation with lay politics through parental 
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influence is identified in comments made about the nature of 
mathematics and student selection of the advanced version of the 
subject. Students also demonstrate a vague recognition of the 
role of the Board of Secondary School Studies in the achievement 
system but do not adequately identify this influence as located 
external to the school. Additional student conceptions of the 
normative character of school life can be identified in the 
following conversation between the researcher (I) and Year 12 
students (S) at School B. 
I What is the most obvious rule in this school? 
SI, S2, S3 (chorus) The black shoes rule. 
I What is the reasoning behind it? 
51 It's for our protection, in the science labs and that. 
I Is it a fair rule? 
52 Oh it's a good idea, it's in the syllabus and that, 
to stop acid from dropping on your feet. It's one 
of the requirements. 
I But it is a problem rule? 
53 The principal makes a big deal out of it. 
51 We're in trouble if we don't wear the black shoes. 
52 But half the teachers wear runners. They don't have to 
wear black shoes. 
Si They're our feet and we can kill 'em if we want to. 
These remarks throw into sharp relief the issue of rules in 
schools. Students clearly feel the press of rules and are alert 
to their arbitrariness or legitimacy, especially when teachers 
fail to conform to rules that they themselves have largely 
formulated. The conversation continues. 
I Are there any other rules? 
SI No smoking, no cheating. Keep your hands off other 
people's property. The property bit, that's alright 
though. They make a big thing of it in this school. 
I Who makes the rules? 
51 Teachers. You can't argue with teachers. I dislike 
it when teachers force their opinions on you instead 
of letting you make up your own mind. 
I Are rules in school always unfair? 
52 No, but rules in school are always rules in school. 
I Surely your opinions get listened to? 
S2 Well, Grade 12's are treated more as adults while 
Grade 10's are treated more as kids. They (the 
teachers) see us as more mature than that. 
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S (chorus) Yes! 
51 They talk to us more on a higher level. 
I Are you prefects? 
52 I am and a couple of the others are. 
I Do the younger children take notice of you? 
Si Yes they do - sometimes! 
S2 No they don't. Oh! they do sometimes. You get the 
Grade 8 smart alec all the time. 
I Do you have effective power then? What do teachers 
expect you to do? 
il F Troop. If there are papers on the ground we make 
the kids pick 'em up. 
1 What happens if they refuse? 
S2 (laughs) Pick it up ourselves. 
I Is the prefect system a waste of time? 
SI It's really hard because you can't take it too far, 
you get a lot of rubbishing from the kids. If you 
took it too seriously you have hassles yet you feel' 
yourself you have to do something- you're caught 
between. 
Direct comments about rules are often amended by students 
to include wider statements about organizational and adult 
impress on their lives. This is not necessarily done in a 
negative way but it indicates the range or pressures on young 
people in school. Consider the following remarks made by Year 
10 students at School B. 
1 You all do advanced mathematics? Why? 
51 It means that we're supposed to be smart. 
52 (laughs) Supposed to be! 
Si I just try to do the best I can for Dad's sake. 
X Are the expectations for you a bit unfair, from 
parents, teachers and so on? 
il No, it's just that when you do get some results and 
you haven't gone well and you get them back, you get 
a bit of a shock sometimes, it's disheartening. 
I Why did you decide to do advanced maths? 
53 Had to. Dad said so. 
S2 We were recommended to do it in Grade 8. 
I Who recommended? 
SI Teachers. They tell you you'll get a better job if 
you do maths. 
X Is it worthwhile? 
51 Yeah, it's an easy subject. 150 
S3 No it isn't, it's hard, it's vague and it's not 
relevant. You can't use it outside. 
S Yeah, but you get satisfaction when you get out of a 
tough situation. Take algebra problems, I mean when 
you get it in (find the correct solution) it's 
great. 
X What does a subject master do? 
52 Wouldn't have a clue? 
53 Don't they teach the advanced subjects like maths? 
In the above remarks students identify advanced 
mathematics as a subject with particular obligations. These 
include the notion that this subject is allocated to students 
of above average intelligence, that parents and teachers equate 
high level performances in advanced mathematics with career 
success in later life, and that its abstract qualities raise 
problems of relevance and applicability. The conversation 
continues. 
I Let us move onto other things. Is there a house 
system in this school? 
S (chorus) Yes. 
I What are the houses? 
52 Don't ask me, I'm only new here. 
53 Doneley, Kent, King, Winten. 
I What do the names mean? 
S3 They're people! Or they were people. 
X Are they famous people? Famous citizens? 
SI (long pause) None of us really know what they did. 
I Does the house system do anything? 
SI It gets you out and lets you compete against other 
people in athletics and stuff. 
S3 And debating, don't forget that, and swimming 
carnivals. 
I Form Captains. What do they do? 
S3 (laughs) Not much. 
SI Me? I'm a Form Captain. 
I What do you do? 
SI I attend all the Student Council meetings and pass on 
what people ask me in form meetings. What they like 
brought up. 
X Do people ask you anything? 
Si Some people make stupid suggestions like we shouldn't 
have school on Wednesdays. 
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X What does the Parents and Citizens Association 
Committee do? 
Si It's supposed to help out in the community. 
S2 It makes us wear uniform. 
1 Why do you say they do that? 
52 Brown and light blue aren't exactly the best colours. 
51 (interjects) Better than green and red. 
X Do you think everybody should have the same uniform? 
i (chorus) Yeah. 
I What is the purpose of school uniform? 
53 Suppose people can recognize us as one school. 
52 It's supposed to be neat and to keep us together. 
I Your teachers instruct you and also examine your 
work. Do you understand that? 
Si Yes. 
I In other states that doesn't happen. Teachers do the 
teaching and people outside the school set the 
examinations. 
53 That's the way it ought to be. All teachers would 
have to stick to the same teaching area. Everybody 
would have the same exams. If you went to another 
school you'd be doing the same things. Also, you 
can compare yourself to other people when you leave. 
I What are the teachers like, good, bad or indifferent? 
il It depends who's teaching you. 
i!2 Some teachers pick on kids. 
II Yeah but some are alright, what about John ...? 
S (chorus) Yeah he's okay. 
I Have teacher attitudes changed towards you since 
you've been in Year 10? 
SI Yes, definitely. They're more cooperative and more 
lenient. 
X They treat you more like human beings? 
S3 Yes they're not telling you what to do and when to do 
it not as often anyway. 
In the preceding sets of remarks students identify the 
differentiating functions of schools by reference to the 
academic 'streaming' of advanced mathematics. Similarly, they 
identify the unifying functions of schools by reference to the 
wearing of school uniform. Also students identify the 
variability in teacher response to the student body. Teachers 
are recognized as authority figures with the power to 
differentially impose their views on students. Mechanisms 
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designed to encourage participation in schooling, houses, form 
captains, school-based assessment practices, are experienced 
as influential, but not necessarily in the ways intended by 
the school. In the next part of the Chapter I will use 
information gathered anecdotally in sample schools to further 
illustrate and contextualize the indicators of norms, outlined 
in the remarks of teachers and students. 
Material Drawn from Anecdotal Records 
In this part of the Chapter, I shall selectively identify 
features of school practice which add contextual meanings to 
the elements of lesson observations and interview scripts 
reported in the previous two parts of this Chapter. 
In Appendices G and H the organizational and administrat-
ive structure of each sample school is outlined. The 
hierarchical organization of teaching roles, principal, deputy 
principal, senior mistress and teachers is a function of the 
Appraisement system referred to earlier. Recurrent pressures 
in this system are indicated in the following teacher 
comments. 
"Appraisement basically occurs twice, in a 
teacher's second year, to legitimate entry to 
the profession, and when a teacher makes 
application for a classified position such as 
subject master. A teacher can attain a 
numerical score of 91 on a number of dimensions 
relating to teaching competency."^ 
"Inspectors monitor performance in class in 
'preferred' and 'unpreferred' lessons and make 
a report in their Black Book. I have informed 
inspectors on occasions that I have no 
intention of putting on a circus performance 
for their benefit." 
The statutory and formal control over teachers from 
without the school and reflected in the Appraisement system is 
paralleled for students by the subject organization in the 
sample schools, largely controlled by the Board of Secondary 
School Studies. As revealed in Appendix H, conventional 
subjects in School B for Year 10 students are organized into 
three courses, or "bands" as they are colloquially referred to 
by teachers and students. These bands of subjects act to 
differentiate students along vocational and academic axes. 
This differentiation has consequences for the selection of six 
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subjects in Years 11/12 should students decide to stay on 
beyond the compulsory leaving age of 15. This facet of school 
organization, that is influence at the level of the social 
system, is linked through the subject syllabus structure of the 
Board of Secondary School Studies to the achievement 
orientation in Queensland. The following teacher (T) and 
student (S) comments about the banding system illustrate the 
nexus between external pressures and school organizational 
responses. 
T "Note this student's D and E grades (results in 
semester 3 of 6 semester's work in Year 12 
Mathematics I). She demonstrates low ability and 
has wasted her time particularly in regard to the 
calculus and proportionate geometry. I informed 
her parents that Mathematics I was not appropriate 
but they said she had to do it." 
i (Year 12) "You don't have that much subject choice, 
especially if your parents say so. In any case if 
you want to do chemistry or physics you really have 
to do Mathematics I and II as well." 
T "The biggest problem in teaching is: What are the 
objectives of formal education at the secondary 
level? Students of less than average ability find 
science difficult. We have to offer therefore a 
multistrand, integrated approach in Years 8, 9 and 
10. The discipline-based approach to science is 
O.K. in Years 11 and 12." 
S (Year 10) "The science is too broken up. Bits of it 
don't relate, and the worksheets are too heavy. It's 
hard to do because the teachers rave on. I'd rather 
have straight physics or chemistry." 
Appendices G and H contain additional indicators of the 
normative organization of the sample schools. These include the 
8 X 40 minute period per day timetable, the form or class 
structure based on student age cohorts, the pattern of student 
involvement in house systems. Student Council and prefect 
systems, and the seclorization of the curriculum along discrete 
subject lines. The latter feature, aided by separate, subject-
based staff-rooms, of which there are four major and two minor 
in School A, contributes to a restricted view of school practice, 
often expressed as a judgment on the worth and relative merits 
of curriculum subjects, held by some teachers and students. 
This is evidenced in the following unsolicited remark by a male 
teacher of art (TA) at School B and a Year 12 female student 
at School A. 
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TA "Other staff, especially mathematics and science 
teachers see art as peripheral. The one-dimensional 
thinking of mathematics people is ready made for 
administrative activity. Consequently the system 
looks to the philistine areas, maths, science, and 
so on, for its principals, deputies and senior 
people." 
1 "Those students who study physics, chemistry, 
biology and maths I and II, look down on those 
students who study art and commercial subjects." 
There are other indicators in the sample schools of the 
theoretical objects of this study. For example in both Schools 
A and B almost all students wear regulation uniform. The 
wearing of school uniform provokes the expression of opinions 
about the corporate purposes of schooling. The following 
comments by a member of the Ladies Auxiliary (LA), a home 
economics teacher at School B (T) and a student at School A 
(S) show how different participants in the social system of the 
school view the wearing of uniforms. 
LA "I've always been in favour of wearing uniforms. It 
gives uniformity, so that the children themselves 
aren't sort of singled out by financial status. 
Also I think if it's insisted on, or kept very close 
to regulation uniform, it does give them a sense of 
belonging, a sense of pride perhaps in their school." 
T "School uniforms start wars, especially among the 
P&C and Ladies Auxiliary. The community's for it on 
moral grounds but no one is keen about the cost. Our 
current pleated skirt alone costs $35.00 and it's 
fifteen years out of date. My advice used to be 
sought about design but now I keep out of the row." 
S "Uniforms? We've always worn them so what's the big 
deal? Some kids are against it but most don't mind. 
It shows what school you belong to and makes your 
mind up for you in the morning about what to wear." 
Similarly, the vestibule in School A is decorated with 
artifacts and symbols of the school's achievements and its 
corporate order. These include photographs of former 
. principals, photographs of the entire teaching staff for current 
and previous years, interstate sports student representative 
rolls, nine sports shields, five silver trophies, rolls for 
current and previous school captains and duxes. Visitors to 
the school must traverse the vestibule to reach the enquiries 
desk and the principal's office. The latter office is adjacent 
to those allocated to the deputy principal and the senior 
mistress. School records are kept in a closet adjacent to the 
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deputy principal's office. Teaching staff may access these 
records but they may not be removed without the permission of 
the principal. The rear section of the secretarial office is 
reserved for staff letter boxes and duplicating equipment. 
Teaching staff are expected to peruse the notice board in this 
office on a daily basis to note written directives and other 
printed information made available by the principal. 
A conspicuous organizational feature of both schools A 
and B is the morning parade. This occurs twice a week in 
School A at 9.10 a.m. on Mondays and Wednesdays. The entire 
student body lines up in front of the Australian flag on the 
outdoors parade ground. Year 8 students at the front. Year 12 
students at the rear. The parade is addressed by the principal 
speaking through a microphone from an elevated verandah. The 
principal's addresses frequently include exhortations to the 
study body about appropriate behaviour both in and out of 
school. General information is usually purveyed by the deputy 
principal. During the parade, prefects walk among the 
assembled study body remonstrating with persistent 
chatterers. The bulk of the teaching staff stand discreetly 
behind the students. The parades dismiss in orderly fashion 
with Year 12s departing to class first followed by Year lis. 
Year 8 students are the last group to leave the parade ground. 
The parades are supplemented with form meetings at School A on 
Tuesdays, Thursdays and Fridays. These take place indoors and 
are conducted by form teachers selected by the principal for 
their capacity for pastoral care of the students. 
The anecdotal information recorded above illustrates the 
ordering, rational organization and routine features of school 
life that act to regulate the daily in-school behaviour of 
teachers and students. In the next section of this Chapter I 
will present data from documents to more explicitly link the 
conventional features of Queensland state high schools to wider 
societal expectations, and impositions upon the process of 
schooling. 
Material drawn from Content Analysis of Key Documents through 
Application of the Content-Analysis Dictionary 
The content-analysis procedures for this study are outlined 
in Chapter 3. In this section of Chapter 4 I shall select some 
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documents from the list in Appendix D and, by use of 
appropriate citations from these documents, systematically 
expose the language signs and cues embedded in keywords 
signalling the significance of the content of documents. I 
shall do this for three keywords only, social norms, defining 
documents with a significant social cultural bias; 
organizational characteristics, defining documents with a 
significant social structural bias; and senior school, 
defining documents with a significant social system emphasis. 
Thd keyword social norms refers to rules which guide 
behaviour. Consider the following extracts from documents. 
"Any minister of religion or accredited represent-
ative of a religious denomination which represent-
ative has been approved by the Minister for the 
purpose shall be entitled during school hours to 
give to the children in attendance at a State school 
who are members of the religious society or 
denomination of which he is a minister or the 
accredited representative religious instruction in 
accordance with regulations in that behalf during 
a period not exceeding one hour in each week on 
such day as the head teacher of that school appoints." 
Education Act 1964-1974, Part III Division 1 (20). 
"The secondary education system is responsible through 
the Director General of Education to the Minister for 
Education and thence to Parliament and the electorate. 
This is recognized as the major line of account-
ability. Legislation in Queensland does not provide 
for the direct involvement of local communities or 
parents in the management of secondary schools. 
Nevertheless administrators and teachers recognize a 
professional responsibility to consider carefully 
the wishes of local communities and parents." 
Queensland Department of Education, The Provision 
of State Secondary Education in Queensland, 1978, 
p.11. ~~~~ 
"At the school level, it should be possible for 
teachers to write to parents explaining the purposes 
of innovative or other approaches to teaching which 
they may not understand. We should expect that such 
a letter would follow naturally from the teacher's 
own planning notes and would, therefore, involve 
little extra work. It is clear from the evidence 
we have received, that the educational value of, and 
the lessons to be learned from, for example, 
'Carrying out a traffic survey', are not obvious to 
many parents who, as a consequence, believe that their 
children are wasting valuable time." 
Report of the Select Committee on Education in 
Queensland, Section 4 (4.8), 1980, p.9. 
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The first extract focuses on an issue, religious 
instruction in state schools, which is of such social and 
historical significance that the norms governing it are given 
the force of law under the Education Act 1964-74. The second 
extract draws attention to the involvement of the lay community 
in educational matters. The professional responsibility of 
teachers in this regard is here represented as a more, a 
powerful community expectation. In the third extract the 
current and projected practices of school life alluded to can 
be said to be indicative of negotiable folkways. 
The-next keyword, organizational characteristics, refers 
to administrative procedures usually operating under, or 
derived in the form of regulations from, statutes. Consider 
the following extracts from documents. 
"All Queensland Government and non-government 
primary, secondary and special schools are 
required to employ only registered teachers in 
teaching duties ... At the end of a teacher's 
year of provisional registration the Board requests 
the principal to make a recommendation on whether 
the teacher's provisional registration should be 
converted to full registration, extended or 
cancelled." 
Board of Teacher Education, Teacher Registration 
in Queensland, September 19 82, p.2. 
"An essential feature of the moderation 
procedures adopted by the Board is the 
participation of teachers as members of district 
subject groups in order that a degree of 
influence is exerted on those who assess students 
before they begin their work ... As a condition 
of approval given to issue Board Certificates to 
its students, each school accepts membership of 
a district group for each Board subject which it 
wishes to enter on those certificates." 
Board of Secondary School Studies, Handbook of 
Administrative Procedures, 1981, p.19. 
"Generally the assessment of schools and colleges 
is carried out by inspectors, but the 
performance of pre-school centres is monitored on 
a continuing basis by regional pre-school 
officers. The role of the school inspector has 
changed markedly in the last few years. Never-
theless inspectors still assess schools to ensure 
that they are functioning in accordance with 
Departmental policy. In addition, individual 
teachers are assessed following initial 
appointment or to qualify for promotion." 
Queensland Department of Education, The Organization 
and Operation of the Department of Education; An 
Overview, 1978 , p.8. 
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All three above extracts illustrate social structural 
regulation of school life. In the first extract the 
establishment of the compulsory process of teacher registration 
has produced a standard set of expectations for teacher 
behaviour organizationally appropriated by the Board of Teacher 
Education. In the second extract, the Board of Secondary 
School Studies articulates its organizational requirement for 
moderation of school-based assessments of student academic 
performances. In the third extract, the inspectorate of the 
Queensland Department of Education is charged with the 
responsibility for policing the organization and functioning 
of state schools. 
The final keyword used in this section of the Chapter to 
interrogate documents is senior school, referring to the 
policies, practices and demography of Year 10, 11 and 12 
students and their teachers in Queensland and other Australian 
state high schools. Consider the following extracts from 
documents. 
"Student Council - A well established and active 
student council focusses student opinions and 
activities. Aims: a) to act as a liaison between 
the staff and study body in all matters concerning 
student welfare; b) to demonstrate the ideals of 
service by offering advice and practical help to 
any students who may need it." 
Sample School A, Prospectus 82, p.9. 
"School-leaving reports usually mean either the 
Junior or Senior Certificate attached to the 
Principal's letter of reference, or the usual 
regular report with the reference letter. In 
cases where a cumulative record of the student's 
performance over the year is kept, the school 
leaving report as a separate document does not 
normally exist. The cumulative record usually 
includes an official reference which, in many 
cases, serves as a summarized or final report. 
One school issues 'Graduate Certificates': one 
at the end of Year 10 and one at the end of Year 
12." 
Board of Secondary School Studies, A Review of 
School-Based Assessment in Queensland Secondary 
Schools (Scott Report), 1978, p.185. 
"No one involved in the education of senior 
students can ignore the cumulative effects, in 
Queensland, of the choice of subjects by 
individual students. It is a matter of 
considerable concern, for instance, that we 
presently find large numbers of our future 
scientists and technologists who are not being 
confronted with the ethical and sociological 
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Conversely, it is equally disturbing to find 
the majority of our students of the humanities 
who ignore, through their subject selections, 
studies which would give them an insight into 
science and technology." 
Queensland Department of Education, Report to Schools - The 
Senior School, March 1977, p.2. 
These three extracts illustrate the discretionary powers 
that schools may activate in their own social systems to produce 
relatively autonomous normative characteristics. In the first 
extract. School A ,has chosen to establish a Student Council to 
involve students in school governance. In the second extract 
variations in school reporting practices are set against the 
standardized Board of Secondary School Studies practice of 
allocating Junior Certificates to students leaving school at the 
end of Year 10, and Senior Certificates to students leaving at 
the end of Year 12. In the third extract attention is drawn to 
the choices students make in regard to curriculum subjects. The 
suggestion here is that schools, in offering freedom of subject 
choice, structure students into an arts/humanities track and a 
science/technology track which, in the terms of the report is 
considered educationally undesirable. 
In the previous paragraph I have selectively used keywords 
from the content-analysis dictionary to show how educational 
documents yield exemplars of social cultural, social structural 
and social system influence on schooling. In the next section of 
this Chapter I will present selected passages of transcripts of 
interviews of specialist education personnel which continue the 
process of identifying exemplars of normative influences on 
schooling. 
Selected Passages of Transcripts of Interviews with Specialist 
Education Personnel 
In this final part of Section A I shall use selected 
passages of three interview transcripts to illustrate exemplars 
of the normative content of schooling from the standpoint of the 
informant. I have selected informants who occupy different 
vantage-points in the educational system by virtue of which they 
are able to offer particular insights into social cultural and, 
to a lesser extent social structural and social system 
influences on schooling. To protect the anonymity of the 
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informants I will describe their titles and positions only in 
general terms. They include the president of a school's 
Parents and Citizens Association, a senior officer working in 
a statutory authority concerned with educational matters, and 
a representative of a teachers' organization. In the passages 
that follow responses from these informants are focused onto 
the same or similar issues. Responses from the teachers' 
representative are presented first. These are then contrasted 
with the remarks of the senior officer working in the 
statutory authority. Finally, the parent viewpoint is 
presented. 
Q Is the Appraisement system satisfactory? 
We have had lots of complaints. We think it's not 
satisfactory for women. In regard to say opportunity for 
promotion to Deputy Principal we know there's a bias 
there but we can't counteract the bias. It's (curious) 
that the majority of teachers in the state are female and 
yet there are only 1 or 2 female principals in high schools 
and a minimum number in primary. A large number of women are 
applying, it's not that they are not applying but they are 
not given appropriate appraisements. 
Q Is that a comment on the Inspectorate? 
It is a comment on the System that doesn't have 
checks to prevent that sort of bias occurring -
unconscious bias. I think all the Inspectors are male with 
the exception of 2 and they're not schooled into 
progressive thinking. They're products of the old system 
and the average age is certainly over 50. You have all 
these unofficial comments coming from them such as "He'll 
be good, 6 foot 2 inches, he'll be a good disciplinarian". 
With that person it certainly means that women are not 
going to be considered. We have committees looking into 
the promotion system but it is a difficult system to 
change. Then you have a lot of people just generally 
dissatisfied with the Appeals. It is very difficult to 
appeal against Appraisement. 
8 Do many people appeal? 
Yes, we do have a number of appeals but they're 
usually not successful. Just as a practical point, say 
there is a history teacher in a high school. It is quite 
common for him to be appraised by a science person or a 
maths inspector - which is outrageous - they do not even 
know what the teacher is teaching half the time and they'll 
(typically) get not a very favourable appraisal from those 
inspectors. That system is certainly not satisfactory. 
Q Is it true that the Board of Teacher Education (in 
regard to Teacher Registration) merely duplicates the 
functions of the Department of Education? 
That's an interesting comment because that Board is 
becoming a bit of an empire. We have had meetings with them 
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and the conclusion reached from our meetings v/as that the 
23,000 government school teachers pay the registration fee 
to ensure that unregistered teachers are not employed in 
private schools. That was the way the conversation went. 
We-said surely then it's the 6,000 odd private school 
teachers who should be paying those fees because really 
all you can do is cover the private schools to ensure 
they didn't employ unregistered teachers for they can't 
be employed in state schools - the Education Department 
doesn't employ unqualified and unregistered teachers, 
g Would it be possible to say that teachers in the 
metropolitan area feel these kinds of pressures more than 
those teachers in rural areas? 
I wouldn't like to say. From what I've heard, the 
problems in rural areas are different. We tend in here to 
get more complaints from city teachers about that sort of 
issue. We don't have so many people from rural areas in 
that sort of problem, unemployment, and the like. 
There are other things. Say the ROSBA Schools Phase 
I and Phase II. You can't link symptoms and causes but 
we've had an increased number of teachers with whatever 
nervous breakdowns are. You can't say that was the result 
of increased stress from ROSBA but you can say that the 
increased work loads of ROSBA was the straw that broke 
the camel's back for that teacher and you could go about a 
number of teachers like that. I know it's not scientific 
argument but there have certainly been an increased number 
of reports to us of this kind. 
Q Is that the basis of concern with ROSBA? 
Oh no, we only found out about that after we actually 
started going out to schools when teachers started 
complaining. Nobody came to us directly and said that 
teachers worked until 2.00 a.m. on ROSBA stuff for six 
months. Those sort of people don't report complaints to 
the union. They've gone. They're too far on at that 
stage. 
i What was the basis of the objection to ROSBA? 
Putting the ban on? That was about a year ago. 
Basically, that was to do with Phase II teachers who were 
required to write their programs last year and the 
Department, as always, said start writing them and the 
Board said the deadline was February this year, so the 
Board said the deadline to start teaching then was 
February 83. Of course the Department didn't provide any 
time, so when were teachers going to do it other than in 
their own time. People started to complain because they 
were trying to do Radford assessments, marking, the 
normal problems of students and ROSBA as well. If you 
talk to the Department, they'll say I can write a ROSBA 
program in 3 hours - just take another night off to do 
that. Not fair. Some teachers are taking 60 or 70 hours 
to write programs. Others are taking 10 or 8 - 6 -10 
hours probably - not fun. For those taking 60 or 70 hours 
it was becoming an enormous problem. We had a few people 
complaining and we went out and investigated a few schools 
and that was what we found. Some teachers were totally 
stressed - spending 5 nights a week probably Sunday just 
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doing what was required to survive in the ROSBA school. 
The Department wasn't acknowledging that and wasn't 
prepared to provide supply teachers so that the English 
teachers could meet for half a day so that that school 
could work out what it wanted in an English program for 
the next three years under ROSBA. According to the 
Department, they could meet after school or in the lunch 
hour. So that was really what happened. The department 
wouldn't talk to us about it. They refused to talk 
about providing any sort of relief so we placed a ban on 
it until they'd negotiate. We didn't lift it until they 
gave us some time. We banned members attending Review 
Panels, or doing any additional work outside normal 
teaching. , 
The previous questions and answers illustrate some of the 
tensions that reside in such social cultural intervention in 
state secondary education as appraisement, teacher registration 
and ROSBA as apprehended by a teachers' representative close to 
these matters. The viewpoints expressed add additional dimens-
ions -to teacher and student comment on these matters reported 
earlier. Similarly, the variation in thinking about these 
normative arrangements is related to the status and role of the 
informant. This is illustrated in further remarks about the 
same matters by a senior education officer working in a 
statutory authori ty. 
Q I'll pick up on that point now. If you are able to 
distill an idea from many of the general comments teachers 
make, it is that they feel in some ways inhibited or 
restricted by what they see as an excessive emphasis upon 
administrative procedures. Do you have some sympathy with 
that? 
Yes, very much so. As a matter of fact, it can be 
embodied in a little story of when I was a teacher. I feel 
a great deal of sympathy for teachers and this is what we 
tell them in the induction programs. We say, look, you 
are not just there in front of the class to teach kids the 
curriculum, if it were only that, teaching would be an 
easy job, but you are also faced with a lot of 
administration, because an organization is an entity 
which needs administration to run properly. This is the 
type of thing we try to push on to them, to tell them. 
You have things like collecting money and rolls, and 
shepherding kids and a whole host of things you must do. 
The story that I have, is that before I became a deputy 
principal, I was a classroom teacher, and a great mate of 
mine was made the deputy. My daily roll wasn't really up 
to scratch. In sheer desperation he finally fixed it up 
for me. And when I became deputy the following year, I 
could understand why there was so much fuss made on it. 
That is the difference; when you are a teacher, you don't 
understand the need for administrative trivia, if you 
would like to call it that, that it is necessary in a 
school. But I can really appreciate how teachers feel. 
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Q Is the teacher's role in relation to that aspect 
becoming more difficult? 
I think it is. Looking at it from say external 
examinations. The external system was a wonderful system 
to take a lot of this from teachers because they had 
nothing to do but teach kids, and then they went into 
an exam which was administered and organized from outside. 
That is fine, and we feel then in high schools for 
instance, from the end of October to the end of the year, 
the pressures wound down beautifully. Now entirely the 
opposite, the teachers are responsible for all of that. 
It's all devolved on to them and not only that, in the 
sense that it's devolved onto the schools, but also the 
system of examinations. Where they didn't have any 
worries about collection of marks and marking of papers, 
that is now all theirs. Not only that, but, say the 
ROSBA system that we're getting into, there is an 
emphasis placed on accountability, not that I say that's 
a bad emphasis, that's one of the emphases that we didn't 
have in the old days, because we taught for exams. Now 
we teach the way we should have been teaching, we all 
said that we should have been, and that means much greater 
work. You have got to be responsible for the introduction 
and preparation of the curriculum for your classes. Now 
all these things all mean greater administration. So yes 
it has increased tremendously. 
Finally, the following questions and answers represent a 
parent viewpoint on the indicators of normative pressures. 
Q You have children in the state school system. Could 
you define their ages? 
I have one aged 16, grade 11 and one 17, grade 12, 
Q Do you consider the school experience of your 
children to be a satisfactory experience? 
I'd answer yes to satisfactory, but it leaves much to 
be desired. 
Q Would you amplify that latter point? 
Well, I think it's satisfactory in that it prepares 
them, gives them a basic certificate or rating to go on 
to perhaps a tertiary institution but in terms of 
developing them as individuals outside a given mould, no 
I don't think it's lived up to its promise. 
Q What aspects of schooling do your children talk most 
about at home? 
I would say undoubtedly the pressures, the fact that 
assignments have to be completed, ratings that have to be 
collected at the end of the year, that seems to be an 
over-riding feature of their conversation, we hear very 
little about what should be the positive things happening. 
Sport figures but only in a secondary way. 
Q Is there a single characteristic of the system that 
needs modification or change? 
Single characteristic ... yes, I think it's rigidity. 
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Q O.K. I've got here that some people suggest that 
state high schools are unnecessarily authoritarian in 
the way they treat students. Do you agree with that? 
Yes, I do. I agree with the necessity for 
discipline and the normal things which go with that, 
but the manner in which it's done leaves much to be 
desired. I think it goes down to the manner in which you 
treat your own children, if you treat them as equals and 
young adults capable of making decisions, they'll 
respond accordingly. I also concede that time often 
works against this particular method within the system. 
I can see that. 
Q Right, turning, to the question of curriculum content, 
how meaningful is the content of the school work that your 
children bring home with them? 
I'd need to answer at two levels, I'd need to say 
that they themselves, both my daughters, don't see it as 
having much relevance to the careers that they're looking 
at at the moment. There are parts of it such as 
computers within the mathematics course that are an 
absolute necessity. I find it's difficult to give them a 
sound argument for the content. I find it difficult to 
say yes, but you should be doing this because in future 
years you will need this, that and the other. They're 
too aware and too bright, they know that this has no real 
relationship to even future tertiary courses. 
Q Is there a particular subject that fits that 
description? 
One that's compulsory and certainly again I think 
English should be compulsory, I think English fits that 
category. It's a subject that's very teacher biased, and 
the system allows it to be used that way. I would say to 
a degree some of the sciences, biology and chemistry, and 
in earlier grades, that is up to grades 11 and 12, 
certainly geography. 
Q Let's just take those three subjects as examples. 
What are some of the sources or indicators of teacher 
bias in English? 
Well the one that comes to mind is when a child, my 
child does creative writing or answers in a certain way 
and with a certain teacher will automatically soar in 
those two years that she has that teacher, and will 
achieve say a 6 rating because that teacher likes the 
approach, the creative style. And this has happened in 
two year segments right throughout her schooling. And 
then she gets another teacher who says, no no, this is 
all wrong. So that the child with a bit of nous says 
well I must answer in the manner which is acceptable to 
my current teacher. The child then finds that difficult. 
Q What do you think this reflects in English teaching. 
Is it the peculiar nature of the subject or ideological 
arguments between teachers? 
No, I can't really glamorise it with the term 
ideological. I think it's just sheer human nature, a 
bias, a feeling. I feel that I'd probably fall prey to 
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it myself if I wasn't careful. I like a certain flow, 
I like a certain turn of phrase, I think that's good, 
so I'd tend to favour the child that uses it that way. 
Q Alright I'll put the question a different way. Do 
you think that English teaching is clear about its 
objectives? 
No, I do not. 
Q What about, you mentioned, biology and chemistry? 
In that I would be quoting second hand. I did 
biology as a senior, I didn't do chemistry. But from the 
comparisons one of my daughters has made with what's 
necessary in a particular course at university and what 
she's doing now, she doesn't think it has much relevance, 
much application to everyday life, she's quite prepared 
to learn it off by heart and regurgitate it, if that's 
all that's required. It doesn't give her a feeling or 
depth of understanding for any particular principle that 
needs to be applied. 
Q How are children taught these days? 
Like they always were. Talk and talk. I, could cite 
you examples, and I would be one of thousands of parents 
who could cite them of teachers teaching from books in 
grade 11/12. Of a teacher in grade 12 English sitting 
reading from the prescribed novel great chunks to grade 
12 students. Of being told to go home and learn so many 
passages of such and such of Shakespeare and regurgitate 
it the following day and that's called drama. I mean the 
list is endless, it's frightening. 
8 In Queensland state high schools in senior years, 
student academic progress is monitored according to a 
system of school based assessments. Do you understand 
this system? 
Oh, certainly not totally. I've made a number of 
attempts to become more aware of how it's administered, 
of what is entailed, and at the end of one child 
finishing grade 12 and another in grade 11, and now 
going into ROSBA system I'm still quite confused. 
Q Why do you think you should be confused? You're 
obviously a most informed and knowledgeable person, and 
so on, and yet my research indicates that there is 
widespread confusion, even amongst the most literate, 
interested, and involved sections of our community. 
What is it that causes the confusion? 
It's hard to say what it is in a nutshell. But I 
think it's really because the developers/perpetrators/ 
administrators don't fully understand it themselves. I 
really think it's an experimental program and it's 
never been fully assessed as to what will happen in x 
number of years. And now it's changing again, so we 
don't have to worry about it. 
Q What you do know of it, do you think it's fair, 
does it treat Queensland 17 year olds equitably? 
No. 
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H Is it disadvantaging? 
It's disadvantaging many students who are very bright. 
And what comes to mind is choice of subjects. Well, here 
we go again, my hobby horse. My daughter has had enormous 
problems this year, problems inasmuch as coming to terms 
with it emotionally where she's been told that geography, 
phys.ed. and biology, the three subjects in which she had 
the highest 7 in the whole school, were the wrong choices 
to make for the T.E. score that she hopes to attain.^ 
Q Was she actually given that information. Was it 
explained that way by the teachers? 
She was given that information by the principal of the 
school. 
§ I'll have to be careful here. Was the implication 
being that if she chose those subjects that she would not 
necessarily get as high a T.E. score as she would if she 
chose other subjects? 
Yes. 
Q That was the way the information was conveyed? 
Unfortunately she was given the information after she 
was two and a half semesters into them and achieving very 
highly and it had the effect of completely demoralising 
her. 
Q How senior was the person who gave that information? 
The principal of a class, oh, what is the class of a 
school of 1,400 students attending? 
Q It was actually the principal who gave the advice? 
Yes. 
Q And what was the consequence in terms of the subject 
choice that she had? 
The consequence was no different, in that she must 
keep those subjects, but the consequence emotionally on 
my child's development was absolutely catastrophic. 
Q But was the principal advocating that she change in 
mid-stream? 
No he was not, and in fact in retrospect, and we had 
a long discussion about this, he was advocating that she 
had better pull up her socks in the maths area where she 
had dropped to a 5. 
§ In the other three subjects? 
No she was O.K. because she had a 6 in chemistry. 
O She was doing six subjects? 
Yes. 
Q And her three big ones were physical education, 
geography, biology? 
That's right, all of those were a high 7. 
Q And what was being said was that she needed to do a 
lot stronger in the other three? 
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Yes, particularly maths because she'd dropped to 
a 5 in that. Maths I advanced. And that was going to 
mean more to her than all those other subjects. 
Q And was there any further elaboration as to why that 
should be the case? 
No. I would have to be careful here, because she 
also construed a lot for herself but she understood that 
had she taken maths II for instance, instead of geog. on 
the same line that she could get away with say 65% and 
to hell with the 96% she was getting in geog. She was 
very angry because she didn't like maths II, she didn't 
particularly like maths I. She'd taken out the history 
prize in grade 10 but she was advised by the guidance 
officer not to do history. Not to do history. She must 
take that maths I. That hurt her very much because she 
loved history. She had to make a big decision which ones 
to drop. I had discussed it with her history teacher who 
felt just as strongly because she'd be a great loss not 
studying the subject. So she made a choice, a considered 
choice on that information from the guidance officer and 
studied maths I. She was doing O.K. but didn't like it 
much and was having some difficulty at times and wasn't 
prepared to put the effort into it. And there was a 
widely held opinion amongst her peers that had she done 
maths II and say physics as well as chemistry, it wouldn't 
matter if she got fairly poor passes, they'd count much 
better than say, even phys.ed. Which really upset her 
because phys.ed. at that level is extremely difficult and 
I've read her exam papers and I'm astounded at the 
complexity of the subjects. 
Q O.K. Before the school based system of assessment 
was introduced, we used to have a public examination of an 
external kind. That's one model of assessment. 
Yes. I went through it myself. 
Q O.K. The school based assessment is another. The 
other alternative is a fifty percent examination, fifty 
percent school based. Of those three broad models which 
is the one that attracts you? 
The last. 
Q Changing the track completely from that, should 
children be taught according to ability, in school? 
Well, they are being taught that way. 
'Q Officially they're not of course. 
Officially they're being streamed. 
Q Where are they being streamed? 
At the school my children attend. They're not even 
being given work experience, because they're the academic 
kids, and they're not allowed to do work experience. 
Q When were they first streamed? 
They were streamed as early as grade 8. 
Q In Year 9, in all subjects? 
Let me think. Their courses were streamed. The 
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choice of courses were such that they were then streamed 
according to that course content. 
Q When you say course, you mean the vocational 
emphasis or academic emphasis? 
Yes. 
Q Well, again. What is your comment on that, is it 
inevitable? The official practice is, if there is an 
official practice, is to discourage the differentiation 
of students on the basis of measured ability. 
The official, yes. Ideally, I'd like to see it 
stopped. Ideally I would also like to say that the 
teachers had no wherefore, they'd also have to be stopped 
having access to what the students' perceived 
achievement rate was, and/or IQ. I think this would be 
almost impossible to police within the system and so the 
teachers would still be teaching to ability even within 
a particular class. There would be the little favourite 
ones who are getting the extra attention because they're 
the ones who are going to achieve. I think it's pretty 
difficult to wipe out so you might as well stream. 
Q Is there any other aspect of state school practice 
that you would like to comment on? 
Oh, gosh. Alright. I think what bothers me most ' 
about the state system is that regardless of the 
facilities provided and the school my daughters attend 
provides excellent sporting facilities, excellent choice 
of sports in which they participate, excellent music 
choices. However, the reputation of the school seems so 
inextricably bound to the achievement of their students 
in all areas that the actual recreational aspect of 
sport or music is lost in this mad competitive drive to 
be the best school and get recognition, and therefore get 
more money, to get more resources to get more recognition. 
And I think that's a tragedy because the young people 
pick it up. 
Q Is that a pressure attributable to the staff within 
the school or is it a community induced pressure? 
I think it's a combination of both. I think it 
would be very difficult to teach in a system or in a 
school say that my children attend, and not be sucked 
into that pressure. It's not necessarily bad of course, 
all of it, a bit of competitiveness is good. I guess 
you're hearing yourself as a teacher, well we've got the 
resources we could get more, but we've got to show the 
results. We all get that. And oh I think there's a 
vit of a vicious thing there, like parents living 
vicariously through their own children. We see a child 
that's good at something, it's your child as a parent, 
or your child in the class, the old human nature bit 
comes out. And I've seen it in individual teachers, 
like "under my teaching she can get a seven". Now I'm 
not sure they're terribly interested in how that affects 
the child, what I am sure of is that they're very 
interested in how that reflects on their own teaching 
ability. And that extends to sport, whether they're 
coaching or just organizing, and it extends to the music 
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sector and all others. And you get then, and of course 
you speak from a parent perspective, where my younger 
child reached state level in swimming, gold medal level, 
and then said look I'm really tired of all this, I don't 
like this competitiveness, I don't like the sick feeling 
in my stomach standing on the blocks, I prefer not to 
compete. Well, the pressure that she underwent from the 
teachers to compete for that school. And that was fine. 
She said I'll compete, I won't drag the chain as it were, 
but please don't ask me to go back into heavy training. 
But you can guess it, the pressure was there, just an 
hour a day and so on. 
In this final component of Section A of Chapter 4 data 
have been presented to reveal exemplars of normative pressures 
on teachers and students as apprehended by informants 
occupying vantage points complementary to, but different from, 
teachers and students in the state system of secondary 
education. I shall now summarize Section A. 
Summary Remarks 
In Section A of Chapter 4 data were presented to reveal 
indicators of social cultural, social structural and social 
system influences on schooling. Direct observations of class-
room lessons were reported to show how the instrumental and 
...normative content of those lessons reflects a powerful achieve-
ment orientation operating on schools conflated with 
statutory control and organizational routine. Consequent to 
this, extracts of scripts of interviews with teachers and 
students in sample schools were presented. These extracts drew 
attention to the nature and location of influences on teachers 
and students. Such influences included teacher registration, 
syllabus and assessment requirements of the Board of Secondary 
School Studies, teacher appraisement, academic differentiation 
of students, and aspects of school governance. Material was 
then presented from anecdotal records compiled in sample 
schools A and B. This included solicited and unsolicited 
comments on the influences recounted in the previous part of 
Section A. It also included explanations of the organization-
al features of the sample schools adding particular contexts 
in which the more generalized influences are reflected. The 
fourth part of Section A exhibited nine extracts of key 
educational documents. Through the selective mechanism of 
keywords, the contents of the extracts was related to exemplars 
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of social cultural, social structural and social system 
influences previously identified. The final component of data 
in Section A is taken from transcripts of interviews with key 
education personnel. The responses of three informants, 
occupying different vantage points in the education system, 
were used to balance teacher and student viewpoints on 
normative pressures. 
The five data-sets making up Section A of this Chapter, 
when aggregated, perform three major functions. They 
illustrate the range of normative pressures on schooling. 
They yield exemplars for the inclusive concepts residing in 
the lower half of the theoretical model presented in Chapter 
2. They also identify a source or location for normative 
pressures in one or more of the social cultural, social 
structural or social systems. In so doing these data-sets 
answer research questions 1 and 2 first confronted in Chapter 
1. In Section B of this Chapter I will use additional data- . 
sets to reveal empirical indicators of the subjective 
responses of teachers and students to the impact of normative 
pressures. That is, research questions 3 and 4 will be 
addressed via the presentation of evidence. 
B SELECTED DIRECT OBSERVATIONS OF CLASSROOM ACTIVITY -
EXPRESSIVE COMPONENTS OF LESSON OBSERVATION SCRIPTS 
In the previous section of this Chapter some empirical 
indicators of normative pressures on teachers and students were 
identified. In this section I identify empirical indicators of 
the subjective responses of teachers and students to the impact 
of these pressures. The content of Section B therefore 
provides answers to research questions 3 and 4 first presented 
in Chapter 1. The data in Section B is of two kinds, 
expressive components of lesson observation scripts, and 
material drawn from interviews with teachers and students 
focusing on the evaluative aspects of teacher-student inter-
action in the sample schools. Both data-sets produce 
information which is explicable in terms of the impact of norms 
in schools and classrooms. That is, the knowledge that 
teachers and students have of normative constraints, and the 
evaluative manner in which they use this knowledge, is revealed 
in the expressive events reported in the lesson observation 
scripts, and the comments made in interviews. 
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Consider Figure 13, an expressive event sequence in a 
Year 10 English class in sample school A. 
In this example students are first disturbed by changes 
to established routine but comply with teacher's suggestion. 
Then, Carol contests, but not in a threatening way the 
teacher's potential monopoly on the role of 'Court Jester'. 
For a while, teacher and student spar for the recognition of 
the rest of the class. Humour and repartee are here mediating 
the instrumental demands of the subject English to create a 
sense of class solidarity. Two students however remain alert 
to the need to cover the appropriate content and their 
dependency upon the teacher for subject direction. The 
teacher however reminds students of the obligations in English, 
that they must exercise their own interpretive judgments and 
that organizational imperatives mean he will not always be 
around to help. 
Next, consider Figure 14, an expressive event sequence in 
a Year 10 mathematics class in School B. 
In this example, the teacher expects students to study 
recognized, established content. An emerging norm in this 
classroom is that students will study privately. The students 
partly conform to the norm but also create their own means of 
self-help. It seems tacitly understood that the teacher will 
not disturb the students if they do not disturb him. The 
increasing level of noise renders this unsustainable and the 
teacher intervenes. The teacher by his remarks reasserts his 
authority and formally refocuses the class on the instrumental 
task. The set exercises in the standard textbook, 
collectively understood as central to the purposes of the 
class, are re-established as the criterion by which individual 
variation from behaviour norms will be measured and evaluated. 
Next consider Figure 15, an expressive event sequence in 
a Year 12 mathematics class. 
In this example, students are working on inferential 
problems in mathematics. The teacher is at pains to encourage 
divergent thinking via an understanding of principles. In 
this way, conventional syllabus-dictated content is represented 
as open to negotiation by the students. The students however 
remain confused in several senses. Their knowledge of the 
content is, in their terms, circumscribed by axiomatic 
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Figure 13 EXPRESSIVE EVENT SEQUENCE IN AN ENGLISH CLASS 
(YEAR 10) 
I 
VENUE : School A GROUP : Year 10 English 
LOCATION : Room B6 N = 12 (8F; 4M) 
OBSERVATION NUMBER : 3 8 OBSERVATION NUMBER PER GROUP : 10 
DATE : 29/7/82 LESSON DURATION : 40 minutes 
1. The teacher announces that the furniture will be moved. 
The class groan but resignedly reorganize desks into a 
half-circle. The teacher sits facing the group. 
2. The students spontaneously produce copies of John 
Steinbeck's 'The Pearl' and, without direction, turn to a 
particular chapter. 
3. Teacher says: "What is a hail mary?" A student, Carol, 
says impishly: "It's a prayer". Teacher: "To Who?" 
Carol, with a grin: "To Mary". Teacher clasps his brow 
in mock horror inducing giggles from the rest of the 
class with his comment, "I shall have to report you to 
the priest" - an oblique reference to the infrequent 
visits of clerics to the school. 
4. Carol pretends to swoon, puts her hands out to her 
classmates and says: "Oh no, anything but that, who'll 
save me from the fire and brimstone". Two of the boys 
look as if about to respond but, thinking better of it, 
cast their eyes downward to their books. 
5. Teacher quickly interjects: "You're not worth saving, 
you're a lost soul". The class laugh. One of the boys 
says: "Can we get on with it now sir, I'm to do Romeo 
tomorrow as well". Another girl says impatiently: 
"I don't even know what page we're on". 
6. Teacher sniffs and says: "Tomorrow I'm at moderation 
meetings", and then with heavy emphasis and a tinge of 
sarcasm, "You'll have to think for yourselves about the 
book then won't you?" 
statements in a textbook. They seemingly have insufficient 
faith in their own ability to construe the theorem in varied 
ways. Two students at least seemingly resent the apparent 
complicity of the teacher in their plight. That is, his 
apparent justification for withdrawal from further whole class 
instruction by drawing blackboard diagrams supposedly of an 
explanatory kind. Other students remain unmoved and 
indifferent appearing to view such events as unexceptional. 
Finally, consider Figure 16, an expressive event 
sequence in a Year 12 English class at School A. 
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Figure 14 EXPRESSIVE EVENT SEQUENCE IN A MATHEMATICS CLASS 
(Year 10) 
VENUE : School B GROUP : Year 10 Advanced Mathematics 
LOCATION : Room Al N = 29 (9F; 20M) 
i 
I OBSERVATION NUMBER : 12 OBSERVATION NUMBER PER GROUP : 3 
I 
I DATE : 11/5/82 LESSON DURATION : 40 minutes 
i 
L* Teacher says: "Continue yesterday's work on sines and 
cosines. The problems you have to do are on the board." 
His remarks refer to page numbers and question numbers for 
a set textbook. He makes no other verbal input for 25 
minutes, occupying the time marking papers. 
I, The desks are arranged in conventional rows. Students 
work busily with their text and exercise books. As time 
elapses informal tutoring groups emerge with students 
frequently turning to those seated behind to compare 
answers. Teacher raises his eyes occasionally but 
refrains from commenting on this process, even when chatter 
increases. 
3.. One student puts up his hand to ask the teacher a question. 
His partner hurriedly pulls it down and gesticulates to 
his own exercise book. The first boy studies his partner's 
book with intense concentration. Suddenly he breaks into 
a smile, nods vigorously and writes in his own book. 
Both boys rock their chairs backwards and solemnly shake 
hands.• They then begin to cast glances towards a group of 
three girls, nudging each other, winking, and whispering 
comments inaudible to the class. 
i4. At the 25 minute mark all the students are chattering, 
j quite loudly, in groups of three or four. The teacher says; 
1 "You must all have finished. Roger bring your book here?" 
; Roger proceeds, sheepishly, to the front of the class, the 
J chatter ceases abruptly, and the students once again 
I continue busily, whilst the teacher scrutinizes Roger's 
exercise book making audible and alternate comments of 
approval and disapproval until the bell rings. 
In this example, the teacher and students joust over content. 
The specificity and narrowness of the questions on the test paper 
is seen as non-legitimate by the students. This provokes various 
derogatory remarks and expressions of unfairness from the 
students. The teacher uses three strategies to combat this. 
He sets up achievement indicators, partly hiimorous and 
sympathetic, which nevertheless pointedly define expectations 
for performance and which implicitly act as legimizers for his 
test questions. This helps to keep him on-side with the 
students. Secondly, a casual test regime is adopted and 
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VENUE : Schoo l B 
LCX:ATI0N : Room C9 
OBSERVATION NUMBER 
DATE : 3 / 8 / 8 2 
17 
8. 
9, 
10. 
11. 
12. 
GROUP : Year 12 Mathematics 
N = 16 (6F; lOM) 
OBSERVATION NUMBER PER GROUP : 5 
LESSON DURATION : 40 minutes 
Stucients sit in clusters at small tables. 
Peter, recapitulate the probability 
the ex2unple dummy: 
The teacher is wantiering about the room. 
Teacher: "Everybotiy ready for the fray? 
theorem, the proof of probability." 
Peter: "If you have three envelopes and three letters and you put one letter in one 
envelope and two letters ..." 
Sylvia (interjecting rapidly and waving hand)_: "The theorem not 
he (teacher) wants P(A or B or C) = P(A)+P(B)+P(C)." 
Teacher (feigning irony): "Is that what I want Sylvia? Stephen, write the theorem 
on the board please and then explain it." 
Stephen (resignedly): Writes the theorem on the board and says, "It's in the book, 
about page 30, and checJt the multiplication principle while you're at it." 
Teacher: "Stephen I asked you to explain the theorem not sermonize." Stephen then 
pedantically explains the theorem. 
Teacher: "A tennis club has twelve members and four courts therefore the probability 
that one court ... ladies (to a group of three girls sitting together on the far side 
of the room and who have taken no part in proceedings so far) are you watching over 
there?" One of the girls nods, the other two flush and then stare at the teacher in a 
manner bordering on hostility. 
The teacher abruptly walks to front of room and draws the following Venn diagrams on 
the blackboard. He says: "This shows the problem and its nature, the circles 
intersecting may be thought of as the theorem. The theorem of course can be put to the 
probabilities of anything." 
B 
"Not bad", says the teacher, admiringly surveying his own handiwork. He now moves towards 
the group of three girls he had earlier remonstrated with. He sits on an empty chair 
alongside the girls and studies their exercise books. The rest of the class appear 
nonplussed and some make half-hearted attempts to continue studying teittbook problems. 
Cursorily, and over his shoulder, teacher says: "It's maths week. Do the problems for 
homework." 
Sylvia indignantly and with heavy sarcasm snaps: 
engage two other girls in private conversation. 
Stephen, standing by the blackboard, looks at Sylvia, at 
board. He says nothing, throws his hands in the air and 
male classmates at a hexagonal table at the side of the c 
the teacher is now preoccupied. 
The remaining eight minutes of lesson time are taken up w 
Stephen and his group, Sylvia and her group, the teacher 
male students, Peter amongst them. The bell rings and, w 
students leave the room as separate groups. The teacher 
the bell. 
"Do we get a prize", and then turns to 
the teacher, at his work on the 
rejoins three of his grinning, 
lass opposite to the spot where 
ith four sets of group activities: 
and his group, and the remaining 
ithout teacher prompting, the 
and his group remain long after 
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Figure 16 AN EXPRESSIVE EVENT SEQUENCE IN AN ENGLISH CLASS 
(YEAR 12) 
VENUE : School A GROUP: Year 12 English 
LOCATION : Room B6 N = 30 (17F; 13M) 
OBSERVATION NUMBER : 27 OBSERVATION NUMBER PER GROUP : 8 
DATE : 27/7/82 LESSON DURATION : 40 minutes 
1. Teacher issues a duplicated sheet to each member of the 
class. It contains twenty questions on the novel 'Jane Eyre'. 
The students peruse the first two questions: What is the name 
of the marriage celebrant? What are the names of the Reed 
girls? A student asks: "Is this mastermind?",others gasp, 
laugh, shake their heads, sigh and shrug. The question. What 
day did the house party begin? provokes raucous laughter. 
Another student says: "We'll better appreciate the classics 
after this". 
2. Teacher, somewhat petulantly: "Can we do this test by 
ourselves please?" 
3. Student: "Do you want the name of the publishers too?" 
in response to the question: What books were in the drawing 
room? 
4. Hubbub subsides and students settle to the self-test. 
Meanwhile, the teacher writes the following on the blackboard. 
15-19 'You'll do well in the actual exam' 
'' 10-14 'You read too fast' 
I 5-9 'You have skipped a few pages' 
I 0-4 'My advice is this, either read Jane Eyre again 
i or cheat in the examination' 
I 5. After twenty minutes the teacher says: "Stop writing. I 
I shall now read the correct answers. Swap papers, with the 
1 person next to you and mark that paper as I call out the answers. 
j 6. Most students swap papers casually. One boy and one girl 
I engage in a tug-of-war over the boy's paper. Another boy makes 
a paper aeroplane out of the question paper and flies it in the 
general direction of a male friend across the classroom. Other 
students ignore this as does the teacher. 
7. Groans and grimaces accompany each answer uttered aloud 
by the teacher. Having nominated the answers to the twenty 
questions the teacher asks the students to add the number of 
correct responses, write in the total, hand the paper back to 
its owner. 
8. Teacher says: "Look at the board, how many of you scored 
15-19?" Three hands go up. "10-14?" Six hands go up. "5-9?" 
Eight hands go up. "0-4?" A few hands are tentatively raised. 
9. Teacher, sarcastically: "Well, by my calculations that 
leaves half the class not putting a pencil to paper. Why do I 
bother? Those of you scoring over 15, your other name is 
Charlotte Bronte." 
10. Ironic cheers from the students greet this pronouncement. 
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democratized by permitting students to mark each other's work. 
Thirdly, the teacher tacitly admits the degree of difficulty 
of the test by remarks about "Charlotte Bronte". Put in other 
words he is telling the class they would have to be geniuses 
to score more than 15 marks. 
In the English and mathematics classes analysed above, 
expressive events are in part a function of and a response to, 
the normative and instrumental pressures on the class. In 
the next part of Section B I will use selected interview 
comments to widen this consideration of the evaluative behaviour 
of teachers and students. 
Material drawn from Scripts of Interviews with Teachers and 
Students - Focusing on the Evaluative Aspects of Teacher 
Student Interaction in the Sample Schools 
In the following extracts of interviews with teachers and 
students in the sample schools, information is provided to 
illustrate the partial knowledge that students and teachers 
have of the normative pressures acting upon them in schools. 
In this section I feature responses from teachers and students 
occupying different subject and administrative roles, varying 
by sex, age and number of years teaching, and also occupying 
different status positions. 
Firstly, I shall present some responses concerning academic 
differentiation from people working in sample school A. 
Q How are different student abilities acknowledged in 
this school? 
Teacher librarian: "They are not acknowledged openly. 
Individual teachers acknowledge them in their classes. I 
would much prefer to teach single ability groups. You 
hear lots of 'halo' and 'horror' tales in the staffroom." 
Principal: "In English and mathematics there are 
recognizable ability differences. In Year 9 in this 
school we stream students by ability in mathematics, 
largely on results in achievement tests, although our 
ability groupings are really a cooperative effort between 
parents, students and the school." 
The Teacher Librarian is an English specialist and in this 
sample school the only differentiation occurring in that 
subject appears in the form of small English expression groups. 
This person does not acknowledge the extant differentiation in 
mathematics. His remarks convey the impression that the school 
is secretive and indeterminate in the matter of differentiating 
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students. The principal, on the other hand clearly identifies 
two subjects as necessitating differentiation. For this person 
student abilities are openly negotiated as school policy in 
Year 9 mathematics, and, by implication other subjects. 
Similar variability is detectable in the following student 
responses. 
Q Do you receive sufficient individual attention from 
your teachers? 
Year 10 female enrolled in vocational subjects and 
leaving school at the end of the year: "If you're brainy 
you do maths and science and you get a higher T.E. score. 
You pick subjects you're good at and then they're easy. 
You have to do this because the teachers get interested 
in you if you're smart." 
Year 12 male enrolled in mathematics and science 
subjects: "It differs from year to year, with grade level. 
The teachers will help you if you ask them. I'm doing 
Mathematics I so I can be a radio technician in the air 
force." 
The Year 10 student has apparently less investment in the 
school social system than the Year 12 student. For the Year 10 
student the school divides students into two groups, those 
pursuing admission to colleges and universities via the 
mechanism of a T.E. score and denoted by their enrolment in 
mathematics and science; and those who pick subjects they're 
good at. The first group acquire status by virtue of enrolment 
in mathematics and science. The second group acquire status by 
gaining teachers' interest in their prowess at personally 
selected subjects. The Year 12 student is more instrumentally 
oriented. He sees academic differentiation as necessary for 
the job he wants. His Year 12 vantage point, a five year view, 
enables him to observe that teacher levels of interest tend to 
vary and change with the age of the student. 
Normative pressures residing in the academic different-
iation of students are accompanied by contrasting viewpoints 
on the status of curriculum subjects. Consider the following 
responses from incumbents in sample school B. 
Q How would you describe the status of the subject you 
teach? 
Male woodwork teacher with trade qualifications and 
ten years experience as a carpenter prior to entering 
teaching: "We run well-down the pecking-order. If two 
kids went for a plumbing apprenticeship from here, one 
with good English marks and one with good marks in wood-
work, the kid with the high English score would get the 
178 job. That's what people think of us." 
Female teacher of home economics in her tenth year of 
teaching at School B: "We are the pots and pans people, 
everybody knows that. We depend very much on the 
principal for our resources and our credibility. Being 
in a rural area, where practical things are valued 
though, makes outside people more sympathetic." 
Both teachers acknowledge in their remarks a status 
hierarchy of subjects within a school. These teachers also 
exhibit feelings of loyalty to their own subjects, and a veiled 
hostility to teachers of other subjects in the school. 
Similar perceptual attributes are also on display in student 
remarks. 
Q What new subjects should be included in the school 
curriculum? 
Female Year 12 student studying arts and science 
subjects: "Agriculture. We get a lot of kids from the 
country round here and the stuff we do is rubbish. You 
either do maths/science if you want to go to college, 
which is O.K. for boys or you do technical subjects for 
an apprenticeship." 
Male Year 10 student with an interest in technical subjects 
and intent on leaving school at the end of the year: "I 
wanted to do cooking (home economics) but I v/ouldn't 
because you had to do sewing as well. It's not fair, 
'chefing' (cooking) should be matched with other things, 
like 'chipping' (woddwork) that boys are into." 
Both students interpret the banding of subjects in their 
school in sex-related terms. Certain subjects are viewed as 
pandering to the opposite sex thereby limiting individual 
choices. Also, the relevance of subjects is judged in terms of 
worth to the self. 
I shall select one more example of normative pressure 
related to the purposes of schooling as expressed through the 
increase in student retention rates in Year 11/12, a trend 
visible in both sample schools, to illustrate partiality of 
teacher and student knowledge of the meaning of this 
phenomenon. 
Q Is schooling primarily a process of selection for the 
workforce? 
Female teacher of English with six years teaching 
experience. Appointed S.T.E.P. coordinator in School B: 
"It looks that way. Work experience is here to stay. 
We have put a transition component into each Year 10 
subject. Some teachers are dead against it. It was 
initially for 'at-risk' kids but now we put a hundred 
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Year 10s into offices, shops and factories. We are 
responding to community pressure. This town protects its 
own."9 
Female teacher of commercial subjects, 5H years teaching 
at School B: "It depends on where you are. Country kids 
are less sophisticated than city kids, they're not as 
sharp, though they come from stable domestic backgrounds. 
If they (country kids) can reach business letter standards 
by the end of the year I'm happy." 
Both these teachers address the question posed, and 
formulate answers to it, from the standpoint of beliefs in their 
respective roles in the school. Neither teacher attempts to 
provide a holistic answer to the question, reasonably demanded 
by very visible changes in enrolment patterns in Year 11. The 
content of the question is appropriated and circumscribed by 
the interests of the informants. Similar imposed delimitations 
are in evidence in student response to the following question. 
Q What career aspirations do you have? 
Year 10 female student intending to leave school at 
the end of the year: "When I got into Grade 10 I still 
didn't know what I wanted to do after leaving school. I 
thought I might go onto uni if I picked appropriate 
subjects, then towards the end of Grade 10 I realized I 
didn't want to go onto uni. • I saw what they were doing in 
the first two weeks of Year. 11 and I said - No way! I'd 
worked over last Christmas and I was tired of wearing 
uniform and going to school, conforming, I just want to 
get out into the world. Also Grade 12 isn't really much 
use to you if you want an office job. I've grown past it 
(school)." 
Year 12 female student enrolled, in unpreferred social 
science subjects: "Office work. After Year 10 if you 
want to keep doing shorthand and typing you can't because 
this school is supposedly too small. Like if we wanted to 
do shorthand at Senior, we can't, we have to go to 
business college. You can do accounting but no shorthand. 
A lot of it (accounting) goes with science stuff like 
biology and multistrand (integrated science)." 
These students relate their knowledge of the curriculum 
content of schooling to the world of work. The first student, 
undecided about what she will actually do after leaving school, 
is, however, quite decided that Year 11 work will not help to 
facilitate choice. Previous work experiences have helped this 
student towards a decision that Year 11 work is not relevant to 
her personal aspirations. The second student identifies office 
work as her occupational aspiration and relates it to two 
preferred technical subjects. The student here imputes that 
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vocational options are restricted by subject bandings 
arbitrarily produced by the enrolment size of the school, and 
by inadequate coalition of a single technical subject with 
sciences. 
I shall now summarize Section B. 
Summary Remarks 
In Section B of this Chapter data were presented to reveal 
some empirical indicators of the subjective responses of 
teachers and students to some of the normative pressures 
identified in Section A. In the first part of Section B 
examples of the expressive components of lesson observation 
scripts were presented. These scripts indicate that teachers 
and students use humour and repartee to mediate the instrumental 
demands of subjects, produce norms that protect the roles of 
teacher and student, and subjectively evaluate the consequences 
of courses of action. The scripts also suggest that the 
knowledge teachers and students have of normative constraints 
on their in-school behaviour is a function of their respective 
roles, is related to the immediacy of the instrumental 
activities of classroom life, and is closely associated with 
subject-matter content routinely confronted. 
In the second part of Section B extracts from scripts of 
interviews with teachers and students in the sample schools were 
presented. These extracts show the partial nature of the 
knowledge of normative constraints held by teachers and students. 
The extracts suggest that this partiality is systematically 
related to the age, sex, subject specialization and status 
positions of teachers and students in particular schools. The 
extracts also show that beliefs mediate knowledge of constraints 
and sometimes act to change behaviour. 
The two data-sets presented in Section B perform the 
following functions. They illustrate the range of teacher and 
student responses to normative pressures previously identified. 
They also yield exemplars of the interactions residing in the 
upper half of the theoretical model presented in Chapter 2. 
That is, they show how constraint occurs at the level of 
individual actors. In performing these functions the data-sets 
answer research questions 3 and 4 first confronted in Chapter 1. 
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In Section C of this Chapter I will use data drawn from 
surveys to outline the generalizability of the theoretical 
model, conceptualized in Chapter 2 and exemplified through 
evidence in Sections A and B of this current Chapter. 
C STATISTICAL DATA FROM SUPPLEMENTARY SURVEYING 
Frequencv Distributions. 
In this final section of Chapter 4 I present data from 
the supplementary surveys, the theory and method of which is 
outlined in Chapter 3. I shall firstly present descriptive 
profiles of the sample population of teachers and students. 
Following this, responses of the sample population to selected 
opinion statements on school life, statements embodying the 
exemplars of normative pressures outlined in Sections A and 
B of this Chapter, are presented in the form of frequency 
distributions. The final substantive part of Section C 
presents the variation in the sample's response to the opinion 
statements by means of crosstabulations. That is, the 
variable content in the opinion statements is selectively 
examined through the nominated classificatory indices of age 
and sex, classified position, grade preferences and subject 
commitment, for teachers; and sex, year (grade) level, type of 
mathematics studied, posts of responsibility, and subject 
difficulty for students. 
The sample population of teachers is profiled in Table 3. 
Salient features of this profile of 101 teachers include just 
over 60% of the sample as aged 35 or younger and slightly over 
half the sample is male and slightly under half is female. 
Just under 15% of the sample teaches in a Grade 1 high school, 
some 77% teach in Grade 2 high schools, the remaining 
teachers work in secondary departments. Less than 10% of 
the sample are in their first year of teaching. Just under 20% 
have two to five years teaching experience and over 70% have 
been teaching more than five years. A total of 29 teachers in 
the sample occupy classified positions ranging from subject 
master/mistress to principal, and the remaining 7 3 teachers 
occupy ungraded assistant teacher positions. 
In regard to subjects mainly taught the major groupings 
in the sample comprise 23 English, 26 mathematics, 35 social 
science and 18 science teachers. Other subjects are 
represented by much smaller teacher numbers. Teachers of 
TABLE 3; 
SELECTED CHARACTERISTICS OF TEACHER (SURVEY) 
SAMPLE - ABSOLUTE FREQUENCIES - BY SEX 
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N 
AGE 
TYPE OF SCHOOL CURRENTLY TEACHING 
IN 
NUIiBER,OF YEARS TEACHING AT THIS 
SCHOOL 
NUHBER OF YEARS TEACHING 
EXPERIENCE OF TEACHING IN 
BRISBANE HIGH SCHOOLS 
TEACHING POSITION CURRENTLY HELD 
AT THIS SCHOOL 
SUBJECTS liAINLY TAUGHT AT THIS 
SCHOOL 
HIGHEST QUALIFICATION OBTAINED 
LOCATION OF INSTITUTION AT WHICH HIGHEST 
QUALIFICATION OBTAINED 
TEACHING EXPERIENCE OUTSIDE QUEENSLAND 
STUDENT YEAR GRADE HOST PREFERRED 
TO TEACH 
PASTORAL CARE RESPONSIBILITY, E.G. 
FORM TEACHER, iiOUSE COORDINATOR 
Schools used in the survey include: One Grade 1 SHS; 
Under 25 
26 - 35 
3 6 - 4 5 
46+ 
Grade 1 High 
Grade II High 
S e c o n d a r y Department 
Under 1 Year 
Second Year 
Third Year 
Over 3 Years 
Under 1 Year 
2 - S Years 
Over 5 Years 
Yes 
No 
P r i n c i p a l 
Deputy P r i n c i p a l 
S e n i o r M i s t r e s s 
Subject Master/Mistress 
T e a c h e r 
E n g l i s h 
M a t h e m a t i c s 
Social Science, 
S c i e n c e s 
Commercial 
Art 
Music 
Manual A r t s 
Home Economics 
P . E . 
H i g h e r D e g r e e 
D e g r e e 
3 Year T e a c h i n g C e r t . 
2 Year T e a c h i n g C e r t . 
U n i v e r s i t y , Q l d . 
University, Inters tate 
University, Overseas 
College, Qld. 
College, Inters ta te 
College, Overseas 
S c h o o l s I n t e r s t a t e 
S c h o o l c O v e r c e a c 
Grade 8 
Grade 9 
Grade 10 
Grade 11 
Grade 12 
Yes 
No 
three Grade 2 SHSj two Seco 
M 
67 
6 
28 
17 
6 
8 
43 
6 
9 
9 
8 
31 
4 
7 
46 
23 
34 
3 
2 
0 
16 
36 
10 
18 
IB 
• 10 
1 
1 
0 
5 
0 
4 
9 
27 
14 
7 
25 
4 
3 
25 
0 
0 
6 
4 
5 
_ 4 
4 
8 
26 
38 
19 
ndary Dcpar 
F 
45 
10 
22 
13 
-
6 
33 
6 
13 
10 
4 
18 
2 
12 
31 
12 
33 
0 
1 
3 
4 
37 
13 
8 
20 
8 
7 
1 
1 
0 
6 
3 
1 
21 
17 
6 
19 
2 
1 
23 
0 
0 
1 
4 
15 
6 
8 
7 
9 
36 
9 
ments. 
TOTAL 
102 
16 
50 
30 
6 
14 
76 
12 
22 
19 
12 
49 
6 
19 
77 
35 
67 
3 
3 
3 
2 0 
73 
23 
26 
35 
18 
8 
2 
1 
5 
6 
7 
10 
48 
31 
13 
44 
6 
4 
48 
0 
0 
7 
8 
20 
10 
1? 
15 
35 
74 
28 
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foreign languages are not directly represented in the sample. 
In terms of qualifications just less than 10% hold a higher 
degree. The most common highest qualification is a degree 
held by just less than 50% followed by a three year teaching 
certificate held by just less than 30%. Very few 
representatives in the sample gained their qualifications out-
side Queensland. Just less than 10% studied at universities 
interstate or overseas. This means that the bulk of teachers 
in the sample received their education at colleges and 
universities in Queensland. Similarly, very few of the 
teachers, less than 10%, have experience of teaching outside 
Queensland. 
The student year or grade level most teachers prefer to 
teach is Year (Grade) 12. The least preferred year level to 
teach is Year (Grade) 9. Two other features are of interest. 
Well over 60% of the sample have no experience of teaching in 
metropolitan (Brisbane) high schools. In 1983, the year of the 
survey, just over 70% of the teachers were involved in 
pastoral care roles in their respective schools. 
The sample population of students is profiled in Table 4. 
Salient features of this profile of 241 students include an 
almost equal number of boys and girls but a much larger Year 10 
group than Year 12. Year 10 students comprise almost 70% of 
the student sample. These students are in the final compulsory 
year of schooling. The smaller number of Year 12 students 
reflects the smaller overall numbers of students retained to 
the final year of secondary schooling. Similarly, the 
majority of these students had either three years, up to Year 
10, or five years, up to Year 12, of school experience in the 
same secondary school. Some twenty-eight students had 
transferred in from other schools to complete their secondary 
schooling. 
Taking enrolment in mathematics as an indicator of 
differentiation, just less than half of the Year 10 sample are 
enrolled in Advanced mathematics. The remainder are enrolled 
in Ordinary or General mathematics. In Year 12 over half the 
enrolment is in Social mathematics. The remainder are enrolled 
in Mathematics I and Mathematics II. The most difficult 
subject studied is mathematics followed by science with English 
•-0 
<Q 
1^ 
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TABLE »; 
SELECTED CHARACTERISTICS OF STUDENT (SURVEY) 
SAMPLE - ABSOLUTE FREQUENCIES - BY SCHOOL YEAR GROUP 
Male 
Female 
State High 
Secondary Department 
1 
Posts of Responsibility 
- Prefect; Form Captain; Roll Monitor 
Advanced 
Ordinary 
General 
Maths 1 
Maths 2 
Social Math 
Maths 
Science 
English 
Social Science 
Manual Arts 
Home Economics 
Physical Education 
Art 
Music 
Commerce 
Maths 
English 
Social Science/Languages 
Manual Arts 
Home Economics 
Physical Education 
Art 
Music 
Commerce 
Skilled Trade 
Unskilled Manual 
Shop/Office Work 
Armed Services 
Skilled Agricultural (Farming) 
Unskilled Aqriciiltnrsl (Farm L.-)l)uurcr) 
Semi-Professional 
Professional 
YEAR 10 
90 
75 
129 
36 
83 
49 
80 » 
79 
12 
115 
90 
54 
11 
16 
95 
37 
77 
46 
3D 
22 
40 
21 
18 
33 
25 
11 
Some students study more than one mathematics strand. 
YEAR 12 
26 
50 
76 
13 
50 
40 
28 
11 
44 
49 
38 
25 
16 
41 
52 
19 
11 
17 
27 
TOTALS 
116 
125 
205 
36 
22 
90 
50 
89 
80 
79 
12 
28 
11 
44 
164 
128 
79 
17 
11 
32 
136 
46 
129 
54 
49 
14 
33 
57 
27 
24 
4 
60 
28 
19 
241 
241 
184 
185 
a distant third. However, mathematics is also viewed as the 
most useful subject studied followed by English and Manual 
Arts. The least useful subject studied is Art. This 
evaluation is consistent for Years 10 and 12 students in 
regard to mathematics and English. Proportionately more 
Year 10s than Year 12s see Manual Arts as the most useful 
subject studied. Commerce attracts proportionally similar 
support between the two year groups. 
The social class background of the student sample is 
represented by the single indicator of 'family breadwinner's 
occupation'. Some 37.8% of the sample have a breadwinner 
engaged in agriculture, and of these 26.3% are farmers and 
11.5% agricultural labourers. Skilled trades, 25.4%, represent 
the next highest grouping of breadwinners. They are followed 
by professional and semi-professional groups at 12.7%, shop 
and office workers at 10.5% and unskilled manual workers 11.8%, 
A small group of breadwinners, under 2%, are in the armed 
forces. 
Table 5 shows teacher responses to selected opinion 
statements on school life by sex. In regard to exemplars of 
normative pressures previously identified in this Chapter, the 
following features of the table are salient. Items 1 to 8 
reflect underlying social cultural pressures. In regard to 
item 1, 64.3% of male teachers and 66.7% of female teachers 
agree with the statement that teachers are best thought of as 
public servants. Very strong support for the retention of 
the statutorily endorsed practice of corporal punishment is 
seen in the 55.4% of male teachers who strongly agree, and 
28.9% of female teachers who also strongly agree. This 
opinion is held in the knowledge that corporal punishment can 
only be administered to boys under Queensland law. 
The system of school-based assessments, addressed in 
item 3, is seen as more satisfactory than external examinations 
by 60.7% of male teachers and 53.3% of female teachers. 
Teachers seeing the system as less satisfactory than external 
examinations include 39.3% male teachers and 46.7% of female 
teachers. Only 51.8% of male teachers hold the opinion that 
Queensland state high schools are successful in satisfying the 
needs and aspirations of students, and 53.5% of female teachers 
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TABLE 5i 
TEACHER RCSPONSf:.'; TO 5I:.l.r:CTr:n OPINION STATEMFNTS ON 
SCHOOL LIPE - DY SEX (%) 
N = 102 
StrcnRth of Teacher Opinion 
Strongly 
Agree 
Agree Disagree Strongly 
Dioagree 
Teachers In State secondary schools are 
best thought of as public servants 
working In a special kind of service 
organisation. 
Corporal punishment should be retained 
in Queensland State secondary schools . 
A system of school based assessments for 
Year 12 students is more satisfactory than 
a system of externally set and marked 
examinations. 
The Queensland State high school is 
generally successful in satisfying the 
needs and aspirations of students. 
Parents and Citizens Associations should 
be more involved in the formulation of 
school policy. 
Public speculation about educational 
activities is frequently i l l- informed. 
There is a lack of certainty in the goals 
of secondary educatir<n. 
A clear and common set of values should 
be taught in every Queensland State 
high school. 
The appraisement system is successful in 
locating and employing the best people for 
particular Jobs. 
Subjects such as Maths and English are 
typically accoi'dod different amounts of 
prestige by teachers. 
Policies of particular schools should be 
established through collegial participation 
In deuision-niaking by the whole school staff. 
Before being given a promotional position a 
teacher should serve his /her time in • • 
country schools. 
Equitable representation of men and women in 
senior positions in the education service is 
desirable. 
While most teachers prefer to teach able and 
achieving students, there is a pressure to 
treat all students as if they were of 
comparable abi l i ty . 
Smaller claiiison in smaller schools would enable 
teacher;, to more effectively cope with the 
day-to-day demands of schoollnf?. 
1 
2 
3 
k 
5 
6 . 
7 
S 
9 
to 
II 
12 
13 
14 
15 
M 
F 
M 
F 
• M 
F 
M 
F 
M 
F 
M 
F 
M 
F 
M 
F 
M 
F 
M 
F 
M 
F 
M 
F 
M 
F 
M 
F 
M 
F 
12.5 
8 . 9 
55 .4 
28 .9 
19 ,6 
11.1 
1.8 
0 
17.5 
4 .5 
35 .7 
37 .8 
10.5 
11.1 
14 .3 
15.6 
5 .3 
0 
14.0 
22 .2 
29 .8 
31 .1 
30.4 
25 .0 
• 12 .3 
31 .8 
8 .8 
13 .3 
46 .4 
50 .0 
51.8 
57.8 
39 .3 
64 ,4 
41 .1 
42 .2 
50.0 
53 .5 
49 .2 
52.4 
60 .7 
55 .6 
63 .2 
55 ,6 
44 .6 
51 .1 
21 .1 
16.3 
70 .2 
55 ,6 
57 ,9 
60 .0 
.30,4 
54,5 
57,9 
59 ,1 
54,4 
57 .8 
50 .0 
40 .9 
. 2 6 . 8 
24 ,4 
3 ,6 
4 ,4 
26 ,8 
28 ,9 
44 ,6 
37 ,2 
22 ,8 
38 .6 
1,8 
4 ,4 
21 ,1 
31.1 
26 .8 
24 ,4 
47 ,4 
60 ,5 
15,8 
22 ,2 
10.5 
8 .9 
28 ,6 
13,7 
19 .3 
9 ,1 
35 .1 
24 .4 
3.6 
9 ,1 
8,9 
8,9 
1,7 
2 ,3 
12,5 
17 ,8 
3 ,6 
9 ,3 
10.5 
4 ,5 
1,8 
2 ,2 
5 ,2 
2.2 
14,3 
8 ,9 
26 ,2 
2i.2 
0 
0 
1,8 
0 
10,6 
6 ,8 
10.5 
0 . 0 
1.7 
4 .5 
0 
0 
. . - -
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hold this view. The clustering of responses around the mid-
point here suggests uncertainty in teacher views on this 
issue. 
The issue of lay involvement in education is addressed 
in item 5. Here 56.7% of male teachers hold the opinion that 
Parents and Citizens Associations should be more involved in 
the formulation of school policy. Similar views are held by 
56.9% of female teachers. On this issue stronger disagree-
ment with the statement is evidenced by male teachers, 10.5%, 
than female teachers, 4.5%. The teacher sample are strongly 
of the opinion that public speculation about educational 
activities is frequently ill-informed. This is evidenced in 
the 35.7% of male teachers and 37.8% of female teachers 
strongly agreeing with the statement. In items 7 and 8 both 
male and female teacher responses suggest uncertainty over the 
purposes and content of schooling in Queensland. 
Items 9 to 13 reflect underlying social structural, and 
to a lesser extent, social system, pressures. Only 24.2% of 
male teachers and 16.3% of female teachers hold the opinion 
that the Appraisement system is successful in locating and 
employing the best people for particular jobs. On this issue 
26.2% of males and 23.2% of females strongly disagree. In 
regard to the status of academic subjects 84.2% of males and 
77.8% of females agree with the statement that mathematics and 
English are accorded different amounts of prestige. Collegial 
participation in school decision-making is strongly agreed to 
by 29.8% of males and 31.1% of females. On the question of 
teacher transfers, 60.8% of males compared with 79.5% of females 
hold the opinion that teachers should do country service as a 
condition of promotion, 37.2% of males and 20.5% of females 
disagree. 
Equitable representation of men and women in senior 
positions in the education service is seen as desirable by 
70.2% of males and 90.9% of females. Only 9.1% of females dis-
agree, and none strongly, compar ed with 19.3% of males who 
13 
disagree and 10.5% who strongly disagree. 
Items 14 and 15 reflect underlying social system pressures. 
Some 63.2% of male teachers and 71.1% of female teachers 
acknowledge the pressure to differentiate students on academic 
188 
grounds. On the dimension of smaller classes 96.4% of males 
and 90.9% of females agree that smaller classes would mean 
more effective day-to-day coping in school. No strongly 
disagree scores are reported from male or female teachers on 
this issue, one of only two items producing such a response. 
Table 6 shows student responses to selected opinion 
statements on school life by year group and sex. Items 1 to 3 
reflect the underlying statutory control over education through 
the two significant indicators of compulsory attendance and 
corporal punishment. Items 4 to 7 reflect the achievement 
orientation in schools, the indeterminacy of educational 
goals, and the involvement of lay people such as parents. 
Items 8 to 15 reflect social system and to a lesser extent 
through extrapolation, social structural, influences on 
students in schools. 
The bulk of the student sample, 92.1% of Year 10 males, 
97.4% of Year 10 females, 100% of Year 12 males and females, , 
holds the opinion that a secondary school education is worth 
all the time and effort it requires. This pro-school view-
point of the sample is thus a benchmark against which to 
compare student responses to normative pressures. On the 
issue of compulsory attendance, 80.9% of Year 10 males hold 
the opinion that it is in the best interests of young people. 
Some 91.9% of Year 10 females also hold this view, as does 
85.2% of Year 12 males and 91.8% of Year 12 females. Year 12 
responses are more markedly skewed towards 'strongly agree', 
30.7% males, 36.7% females, than Year 10 responses, 13.5% 
males, 21.6% females. 
On the issue of corporal punishment the student sample is 
divided. That is, 51.7% Year 10 males and 52% Year 10 
females hold the opinion that corporal punishment is not 
appropriate, while 48.3% of Year 10 males and 48% of Year 10 
females do not hold this opinion. Year 12 responses follow a 
similar pattern. The clustering of scores around the mid-
point on this issue suggests that it is reasonably controvers-
ial among students. 
On the pursuit of good academic results. Year 10 males and 
females vary in magnitude of responses. Some 78.6% males and 
91.9% females agree that pursuing good grades takes up most of 
TABLE 6: 189 
iw« 
STUDENT RESPONSES TO SELECTF.n OPINION STATEMENTS ON SCHOOL 
LIFE - BY YEAR GROUP AND SEX (%) 
N = 2<il 
StrenRth of Student Opinion 
Strongly 
Agree 
Agree Disagree Strongly 
Dieogrea 
A secondary school educat ion i s worth 
all the time end effort it r e q u i r e s , 
1 
The compulsory attendance requirements of 
school i s In the best i n t e r e s t s of young p e o p l e , 
• 2 
Corporal punishment la not an appropr iate 
punishment for students who commit breaches 
of school r u l e s , 
3 
Trying to ach ieve good r e s u l t s in subjec t s takes 
up most of a s tudent ' s t ime in s c h o o l . 
Kxpert people outs ide the s choo l are more ab le 
tlian my own t eachers to c o m p i l e marks and 
ratings for my school w o r k . 
5 
The subjects I s e l ec ted in Year 10 are in l ine 
with what my parents w i s h e d me to s t u d y . . 
6 
Extracurricular a c t i v i t i e s tn school such as 
sport, debates , drama, dances are Just as 
important as ordinary schoo l s u b j e c t s , 
7 1 
The decis ions of prefe 'cts /s tudent l eaders In i 
school are not t.il'on :3eriously by other ! 
students. 1 
8 
Friends tend to s t i ck together in and out of i 
class and to help each otttei when schoolwork 
gets d i f f icul t . 
9 
Subjects such as mathematics and sc ience are 
regarded by students as s u b j e c t s that the 
'top' students s t u d y . 
10 
Boys and g i r l s should h a v e the same opportuni t ies 
In school e s p e c i a l l y In reg:ard to choosing 
practical subjects such as manual arts or 
home economics. 
There Is a lot of student o p p o s i t i o n to the 
wearing of uniform in s c h o o l . 
_ ,2 
As students get o l d e r , t e a c h e r s become more 
frIe.Tdllor to them and take more interes t in 
their progress , 
13 
The enforcement of school r u l e s resu l t s mainly 
l» antl.^ractlon for thoaa w h o make an<t cn/orco 
ll"> ru les , 
l«! 
Uelng grouped according to a b i l i t y damages the j 
lulr-conflduiico of many boyn and glrlH, | 
15' 
YR 10 
YR 12 
YR 10 
YR 12 
YR 10 
YR 12 
YR 10 
YR 12 
YR 10 
YR 12 
YR 10 
YR 12 
YR 10 
YR 12 
YR 10 
YR 12 
YR 10 
YR 12 
YR 10 
YR 12 
YR 10 
YR 12 
YR 10 
YR 12 
YR 10 
YK 12 
YR 10 
YR 12 
YR 10 
YR 12 
M 
F 
M 
F 
M 
F 
M 
F 
M 
F 
M 
F 
M 
F 
M 
F . 
M 
F 
M 
F 
M 
F 
M 
F 
M 
F 
M 
F 
M 
F 
M 
F 
M 
F 
M 
F 
M 
F 
M 
F 
M 
F 
M 
F 
M 
F 
M 
F 
M 
F 
M 
F 
M 
F 
M 
F 
M 
F 
M 
F 
21 ,6 
26,7 
29,6 
45,9 
13,5 
21 ,6 
40,7 
35,7 
13,5 
14,7 
18,5 
6 ,1 
20,2 
32,4 
18.5 
18.4 
7.9 
4.0 
7.4 
2 .0 
2 .2 
2 .8 
11.5 
4 .2 
36.0 
37.3 
48.1 
51.0 
21 .3 
15.1 
33.3 
22.9 
19.1 
28.0 
33.3 
28 .6 
13.5 
18.9 
22 ,2 
28.6 
39,3 
50,7 
55,6 
67 ,3 
41,4 
31,1 
23 ,1 
4 ,1 
22.7 
31.0 
59,3 
33.3 
22,7 
20 ,3 
15,4 
10.2 
27 .3 
45.3 
40,7 
44.9 
70.5 
70,7 
70,4 
53,1 
67,4 
7 0 , 1 
44,5 
55,1 
38,2 
37,3 
33.3 
40.8 
58.4 
59.5 
48.2 
53.2 
34.8 
13.3 
U . I 
18.4 
31.5 
32.4 
26 .9 . 
37.5 
52.7 
53.3 
37.0 
42.9 
54 .2 
47.9 
37,0 
31.2 
60 .7 
60.0 
44.4 
51 .2 
43.8 
35,5 
59,3 
49 .^ 
53.9 
45.7 
40.7 
28.7 
43.7 
41,9 
•'7,7 
44,9 
62 ,5 
50,0 
29 .6 
58 .3 
59,2 
50,0 
34.6 
35,7 
43.9 
41 .1 
40,8 
42,9 
5,7 
1,3 
3 
0 
13.6 
5.4 
14.8 
6 .2 
38.2 
41 .3 
29 .5 
36.7 
20 .2 
6.7 
25.9 
28,4 
39,3 
55,7 
55.6 
55 .3 
50.6 
50.7 
42.3 
45,8 
7,9 
8 ,1 
11,2 
6,1 
12.4 
30.2 
22 .3 
43.8 
15.7 
8 .0 
18.5 
10.2 
36.0 
40.5 
11.1 
22 .5 
2 .3 
1.3 
3 .7 
2 .0 
13,8 
24 .3 
19.2 
36.7 
10.2 
12.2 
11.1 
6.3 
13.5 
29 .7 
38.5 
42.9 
19.3 
12.0 • 
14.8 
10,2 
2 .2 
1.3 
0 
0 
5.5 
2 .7 
0 
2 .0 
10.1 
6 .7 
18.6 
15.4 
1.2 
1.4 
7 .4 
0 
18.0 
15.0 
25 .9 
14.3 
15.7 
14.1 
19.3 
12.5 
3.4 
1.3 
3.7 
0 
2 .3 
5.8 
7.4 
2.1 
4 .5 
4 .0 
3.8 
0 
6.7 
4.1 
7.4 
2 .0 
4 .5 
1.3 
0 
2 .0 
1.1 
2.7 
0 
14.3 
4 .6 
6 .8 
0 
2 .1 
4 .5 
0 
11.5 
10.2 
4 .5 
1.4 
3 .7 
2 .0 
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a student's time in school. This compares with 21.4% of males 
who disagree compared with 8.1% of females. Year 12 students 
maintain the same general trend with small inter-sex 
variation. This is evidenced in the strong agreement of 18.5% 
of males and 18.4% of females and the strong disagreement of 
7.4% of males and 0 for females. 
In regard to school-based assessments, girls and Year 12 
students appear to place more trust in the system than Year 10 
males. Some 81.5% of Year 12 males and 79.6% of females dis-
agree with the statement that expert people outside the school 
are more able than their own teachers to compile marks and 
ratings. This compares with 82.7% of Year 10 females who 
disagree and the much smaller 57.3% of Year 10 males who also 
disagree. 
In the matter of subject selection 38.4% of Year 12 males 
and 41.7% of Year 12 females acknowledge some parental 
influence. However, the 15.7% of Year 10 males, 14.1% Year 10 
females, 19.3% Year 12 males, 12.5% Year 12 females, who 
strongly disagree with the statement that their subject 
selections are in line with parental wishes suggests teacher 
influence, occupational aspirations, personal choice and, 
possibly, guidance officer influence as playing a significant 
part in subject choice. 
Items 7 and 9, reflecting the purposes of schooling as 
viewed by students, offer some support for the notion that 
social activities in schools offset to some extent the impress 
of normative and instrumental demands. 
Responses to item 8, concerned with student participation 
in school governance, endorse remarks made by students about 
this feature of school life reported earlier in this Chapter. 
Thus 85.5% of Year 10 males and 63% of Year 10 females hold the 
opinion that the decisions of prefects are not taken seriously 
by other students. This compares with 70.3% of Year 12 males 
and 54.1% of Year 12 females holding the same position. 
In regard to the status of curriculum subjects, 57.3% of 
Year 10 males and 55.4% of Year 10 females hold the opinion 
that mathematics and science are regarded as studied by 'top' 
students. Year 12 agreement is firmer, evidenced in the 81.5% 
of males and 78.5% of females agreeing with the statement. 
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The student sample seems strongly supportive of equivalent 
opportunities for boys and girls especially in the subjects of 
manual arts and home economics. This is suggested by the 39.3% 
of Year 10 males, 50.7% of Year 10 females, 55.6% of Year 12 
males, and 67.3% of females who register strong agreement with 
item 11. 
That the wearing of school uniform is a pressure for 
students is confirmed by responses to item 12. Thus 85.1% of 
Year 10 males, 73% of Year 10 females, 70.8% of Year 12 males 
hold to the view that there is a lot of opposition to the 
wearing of uniform. Year 12 females are less decided on this 
with 44.9% agreeing, and 36.7% disagreeing with the statement. 
Items 13 and 14 reflect the underlying ideas of teacher 
authority and rule structures in schools. Year 12 students 
especially confirm that teacher attitudes change as students 
get older. Some 59.3% of Year 12 males, 33.3% of Year 12 
females, 22.7% of Year 10 males and 20.3% of Year 10 females . 
strongly agree with the statement that teachers become 
friendlier and more interested in students as they get older. 
Student ambivalence to the purpose and meaning of school rules 
is expressed in item 14. Some 50% of Year 12 males and 46.9% 
of Year 12 females hold the opinion that the enforcement of 
school rules results mainly in satisfaction for those who make 
and enforce them, that is, teachers. Year 10s hold stronger 
opinions on this, reflecting their subordinate status to Year 
12s, with 81.9% of males and 70.3% of females agreeing with 
the statement. 
Finally in item 15 the indicator of academic different-
iation, grouping by ability, is considered according to student 
perceptions of the effects of this practice on self-confidence. 
The bulk of the student sample holds the opinion that the 
practice damages self-confidence. This is evidenced in the 
76.2% of Year 10 males, 86.6% of Year 10 females, 81.5% of 
Year 12 males and 87.8% of Year 12 females who agree with the 
statement. 
In the first part of Section C I profiled statistically 
the survey sample of students and teachers. The frequency 
distributions of responses to opinion inventory items give 
added support to the meaningfulness of empirical indicators of 
normative pressures reported in sections A and B of this 
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Chapter. In the final part of Section C I shall further 
explore relevant sub-group differences through the statistical 
mechanisms of crosstabulations. 
Crosstabulations 
In this part of Section C, I shall use relevant 
classificatory indices to explore variation of responses to 
selected indicators of normative pressures within the sub-
groups of teachers and students. This analytical treatment 
varies from the frequency distributions in that groups of items, 
taken from the opinion inventories and blocked in threes, are 
examined as composite indicators of sub-group responses to 
normative pressures. In Chapter 3 in the part dealing with the 
construction of inventories, I pointed out that the inventories 
function to continue and extend the task of uncovering patterns 
of normative order and suggesting possible teacher/student 
adjustment to this order. The crosstabulations that follow 
are therefore not probability statements in the statistical 
sense. I have not reported measures of statistical significance 
for these crosstabulations. Rather I have continued to pursue 
the posited, substantively meaningful relationships exhibited 
in classificatory indices crosstabulated with composite 
indicators of norms. 
Table 7 shows teacher conceptions of representations of 
seniority through three items crosstabulated by age and sex. 
Item A reveals support for the equitable representation of men 
and women in senior positions in the education system across 
the age range and across the sexes with firmer support indic-
ated by more numerous 'strongly agree' frequencies from 
females, except in the over 46 years of age column where there 
are no female respondents. Males in the age range of 26 to 35 
seem less likely to support the proposition of Item A than 
males in other age ranges. This may though be a function of 
the larger number of male respondents in this age category. 
Item B reveals broad support for the discretionary power 
accorded to the principals of state schools. The interesting 
feature of this table is the consistency of responses across 
the age and sex range in the 'agree' row. Given that females, 
as reported earlier, are disproportionately represented in 
senior positions in the education system, more female responses 
•For an elaboration see End Note 17. 
TABLE 7 ]_g3 
TEACHER CONCEPTIONS OF REPRESENTATIONS OF SENIORITY - CROSSTABULATED BY 'AGE AND SEX' 
N =• 101 
ITEM A EQUITABLE REPRESENTATION OF MEN AND WOMEN IN SENIOR POSITIONS IN THE EDUCATION 
SERVICE IS DESI.RABLE 
SA 
A 
D 
SD 
ues 
N 
1 
5 
1 
0 
IM 
14.3 
71.4 
14.3 
0 
Age 
N 
S 
4 
2 
0 
^25 
2F 
% 
45.5 
36.4 
18.2 
0 
26-35 
N 
3 
17 
5 
5 
IM 
% N 
10.0 5 
56.7 16 
16.7 2 
16.7 0 
2F 
% 
21.7 
69.6 
8.7 
0 
36-45 
N 
2 
9 
4 
1 
IM 
% 
12.5 
56.3 
25.0 
6.3 
N 
4 
6 
0 
0 
2F 
% 
40.0 
60.0 
0 
0 
5^6 
IM 
N % 
1 25.0 
2 50.0 
1 25.0 
0 0 
2F 
N 
0 
0 
0 
0 
% 
0 
0 
0 
0 
11 30 23 16 10 
ITEM B THE DISCRETIONARY POWER ACCORDED TO THE PRINCIPAL IN STATE SCHOOLS IS NECESSARY FOR 
ENSURING THAT TEACHERS CARRY OUT THEIR DUTIES RESPONSIBLY 
Values 
SA 
A 
0 
SD 
N 
1 
5 
1 
0 
7 
IM 
« 
14.3 
71.4 
14.3 
0 
Age 
N 
1 
10 
0 
0 
11 
^25 
2F 
% 
9.1 
90.9 
0 
0 
N 
6 
19 
4 
1 
30 
26 
IM 
% 
20.0 
63.3 
13.3 
3.3 
-35 
2F 
N % 
3 12.5 
17 75.0 
3 12.5 
0 0 
23 
36-45 
N 
2 
11 
3 
0 
16 
IM 
% 
13.3 
66.7 
20.0 
0 
N 
1 
8 
1 
0 
10 
2F 
% 
10.0 
80.0 
10.0 
0 
y-i6 
IM 
N % 
0 0 
1 25.0 
2 50.0 
1 25.0 
4 
2F 
N 
0 
0 
0 
0 
0 
« 
0 
0 
0 
0 
ITEM C YOUNGER, LESS EXPERIENCED TEACHERS, ARE FREQUENTLY ALLOTTED TO THE MORE DIFFICULT 
GRADE 8 AND 9 CLASSES 
Values 
SA 
A 
D 
SD 
N 
2 
3 
2 
0 
Age ^25 
IM 2F 
% N % 
28.6 5 45.5 
42.9 5 45.5 
28.6 1 9.0 
0 0 0 
26-35 
2M 
N 
6 
22 
2 
0 
2F 
% N 
20.0 6 
73.3 10 
6.7 7 
0 0 
% 
25.0 
45.8 
29.2 
0 
36-45 
IM 
N % 
2 12.5 
13 81.3 
0 0 
1 6.2 
2F 
N % 
2 20.0 
5 50.0 
2 20.0 
1 10.0 
^6 
IM 
N % 
0 0 
1 25.0 
3 75.0 
0 0 
2F 
N 
0 
0 
0 
0 
% 
0 
0 
0 
0 
11 3D 23 16 10 
SA - Strongly agree 
A » Agree 
D = Disagree 
SD = Strongly disagree 
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in the 'strongly disagree' rows could have been expected. 
Female respondents have not apparently related Item B to 
other questions of female representation in senior positions. 
Item C considers the allocation of younger teachers to the 
more junior Year 8 and 9 classes in high schools. Moderate to 
strong agreement for the proposition is consistent across the 
age and sex range, except for males over 46, with a trend 
towards stronger agreement among females in the under 46 age 
bracket. In percentage terms, the strongest agreement comes 
from males and females in the under 25 years of age category. 
Table 8 shows teacher conceptions of professional 
responsibility crosstabulated by classified and non-classified 
position. Item A is concerned with the legitimacy of the 
judgmental role of school inspectors. The table reveals 
opposition to the proposition from the holders of the class-
ified positions of senior mistress and subject master/mistress. 
Principals and deputy principals, also holders of classified . 
positions, support the proposition in a 2:1 ratio. Teachers 
in unclassified positions oppose the proposition, whilst 
itinerant teachers, also unclassified and with less investment 
in the system, narrowly support the proposition. Item B 
proposes that a regular, independent assessment of teacher 
competence is vital for the credibility of the teaching 
profession. The holders of classified positions support the 
proposition except for senior mistresses who oppose it in a 
2:1 ratio. Deputy principals also demonstrate some ambivalence 
in their 2:1 agreement versus disagreement. Teachers in un-
classified positions support the proposition as do itinerant 
teachers, also unclassified. General support for Item B 
contrasts interestingly, with the mixed opposition to Item A. 
In Item C. the Appraisement system, remarked upon earlier in 
the Chapter in detail, is reconsidered. Principals and 
deputy principals, who have successfully negotiated the system 
offer 2:1 support for the proposition. Senior mistresses who 
have also negotiated the system offer 2:1 opposition. Subject 
masters and mistresses who have negotiated the system 
generally disagree with the sentiments in the proposition. 
Unclassified teachers also disagree with the proposition whilst 
unclassified itinerant teachers are 4:3 in agreement. 
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TEACHER CONCEPTIONS OF PROFESSIONAL RESPONSIBILITY 
CLASSIFIED POSITION' 
CROSSTABULATED BY 'CLASSIFIED AND NON-
N ° 98 
ITEM A TO BE A JUDGE OF A TEACHER'S EFFECTIVENESS IN A CLASSROOM IS A LEGITIMATE ROLE FOR 
SCHOOL INSPECTORS 
Values 
SA 
A 
D 
SD 
Principal 
1 
N % 
1 33.3 
1 33.3 
1 33.3 
0 0 
3 
Deputy 
Principal 
2 
N % 
0 0 
2 66.7 
1 33.3 
0 0 
3 
Senior 
Mistress 
3 
N % 
0 0 
1 33.3 
2 66.7 
0 0 
3 
Subject 
Master/ 
Mistress 
4 
N % 
0 0 
4 25.0 
8 50.0 
4 25.0 
16 
Teacher 
5 
N % 
0 0 
23 34.8 
35 53.0 
8 12.1 
66 
Itinerant 
Teacher 
6 
N % 
0 0 
4 57.1 
2 28.6 
1 14.3 
7 
ITEM B 
Values 
SA 
A. 
D 
SD 
A REGULAR, INDEPENDENT ASSESSMENT OF TEACHER COMPETENCE IS VITAL IF THE CREDIBILITY 
OF THE TEACHING PROFESSION IS TO BE MAINTAINED 
Principal 
1 
N % 
2 66.7 
1 33.3 
0 0 
0 0 
Deputy 
Principal 
2 
N % 
0 0 
2 66.7 
1 33.3 
0 0 
Senior 
Mistress 
3 
N % 
0 0 
1 33.3 
2 66.7 
0 0 
Subject 
Master/ 
Mistress 
4 
N % 
4 25.0 
8 50.0 
4 25.0 
0 0 
N 
5 
39 
20 
2 
Teacher 
5 
% 
7.4 
57.4 
32.4 
2.8 
Itinerant 
Teacher 
6 
N % 
1 14.3 
5 71.4 
1 14.3 
0 0 
16 66 
ITEM C 
Values 
SA 
A 
0 
SO 
APPRAISEMENT IS BASED UPON A PROFESSIONAL CONCERN FOR THE WELFARE AND PROGRESS OF 
TEACHERS 
Principal 
1 
N % 
1 33.3 
1 33.3 
1 33.3 
0 0 
Deputy 
Principal 
2 
N % 
0 0 
2 66.7 
1 33.3 
0 0 
Senior 
Mistress 
3 
N % 
0 0 
1 33.3 
2 66.7 
0 0 
Subject 
Master/ 
Mistress 
4 
N % 
0 0 
4 25.0 
8 50.0 
4 25.0 
Teacher 
5 
N « 
0 0 
23 34.8 
35 53.0 
8 12.2 
Itinerant 
Teacher 
6 
N % 
0 0 
4 57.1 
2 28.6 
1 14,3 
16 66 
SA = Strongly ag ree 
A = Agree 
D = Disagree 
SD =• Strongly disagree 
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Table 9 shows teacher conceptions of student roles cross-
tabulated by the Year/Grade levels teachers prefer to teach. 
Item A proposes that the 'plum' teaching job in secondary 
schools is teaching high achieving Grade 12 students in one's 
own, i.e. the teacher's, subject. Those who nominated Year/ 
Grade 8 as their preferred grade disagree, whilst those who 
nominated Year 12 as a preferred grade, agree. Those who 
nominated Years 9 and 10 as preferred grades disagree with the 
proposition, whilst those who nominated Year 11 as the 
preferred grade are almost evenly divided. Item B explores the 
issue of compulsory school uniforms for Year 11/12 students. 
The proposition is opposed consistently by teachers independ-
ently of their nominated grade preference. Interestingly, 
36.1% of teachers nominating Year 12 as the preferred grade to 
teach, given student comments reported earlier in this Chapter 
that teachers act differently towards Year 12 students, report 
strong disagreement with the proposition that Year 11 and 12 
students should not be compelled to wear school uniform. 
Item C proposes that teacher-student relationships in 
school are seldom fully harmonious. Those teachers nominating 
Year 10 as a grade preference are inclined to divide on this 
issue in the proportions 53.9% and 46.2% agreeing and dis-
agreeing respectively. Other grade preference groups of 
teachers are inclined to agree with the proposition. However, 
responses clustering around the mid-point suggest that grade 
preference does not markedly shape a teacher's opinion on the 
general question of harmony in teacher-student relationships. 
Table 10 shows teacher conceptions of subject character-
istics crosstabulated by subject commitment, that is, the 
subject mainly taught by the respondents in their schools at the 
time of the survey. Figures are reported for three subjects 
only, English, mathematics and social sciences. These subjects 
represent the bulk of the subject commitments of the teacher 
sample. 
Item A explores subject prestige. All three groups of 
subject teachers acknowledge the prestige dimensions of 
mathematics and English. Stronger agreement with the proposit-
ion comes from English and social science teachers, perhaps 
suggesting the smaller impact of subject-statuses on 
mathematics teachers than on teachers of other subjects. Item 
TABLE 9 
TEACHER CONCEPTIONS OF STUDENT ROLES - CROSSTABULATED BY 'YEAR/GRADE PREFERENCE' 
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N = 95 
ITEM A 
Values 
lA-
A 
» 
THE 'PLUM' TEACHING JOB IN SECONDARY SCHOOLS IS TEACHING HIGH ACHIEVING GRADE 12 
STUDENTS IN ONE'S OWN SUBJECT 
Year 8 
1 
N % 
2 9.1 
5 22.7 
7 31.8 
8 36.4 
Year 9 
2 
N % 
1 10.0 
0 0 
7 70.0 
2 20.0 
Year 10 
3 
N % 
3 . 23.1 
1 7.7 
7 53.8 
2 15.4 
Year 11 
4 
N % 
2 14.3 
6 42.8 
4 28.6 
2 14.3 
Year 12 
5 
N % 
17 47.2 
14 38.9 
4 11.1 
1 2.8 
22 iJ3 la Mm m 
ITEM B GRADE 11 AND 12 STUDENTS SHOULD NOT BE COMPELLED TO WEAR SCHOOL UNIFORM 
Values 
A 
0 
SS 
Year 8 
1 
N % 
2 9.5 
1 4.8 
12 52.4 
7 33.3 
Year 9 
2 
N % 
1 10.0 
0 0 
6 60.0 
3 30.0 
Year 10 
3 
N % 
1 7.7 
1 7.7 
6 46.2 
5 38.4 
Year 11 
4 
N % 
1 7.1 
2 14.3 
8 57.2 
3 21.4 
Year 12 
5 
N % 
2 5.6 
4 11.1 
17 47.2 
13 36.1 
22 10 13 14 36 
ITEM C TEACHER-STUDENT RELATIONSHIPS IN SCHOOL ARE SELDOM FULLY HARMONIOUS 
Values 
wA 
A 
0 
SD 
Year 8 
1 
N % 
2 9.1 
10 45.5 
9 40.9 
1 4.5 
Year 9 
2 
N % 
1 10,0 
6 60.0 
3 30.0 
0 0 
Year 10 
3 
N % 
2 15.4 
5 38.5 
5 38.5 
1 7.7 
Year 11 
4 
N % 
1 7.1 
8 57.1 
4 28.6 
1 7.1 
Year 12 
5 
N % 
3 8.3 
18 50,0 
12 33,3 
3 8.3 
22 10 13 14 36 
SA =» Strongly agree 
A = Agree 
D = Disagree 
SD = Strongly d i sagree 
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B explores the issue of subject loyalties. Teachers of social 
sciences, 66.7%, agree that the worth and nature of the-
subjects they teach is not readily comprehended by people 
external to the school. This contrasts with 52.2% of English 
teachers not agreeing with the proposition, and 57.6% of 
mathematics teachers holding an opinion similar to the 
teachers of social sciences. Teachers, on the basis of these 
statistics, have different meanings for the worth and nature 
of the subjects they teach. Item C is concerned with the 
'advocacy of subjects. Mathematics and English teachers do not 
apparently have to act as advocates for their subjects at staff 
meetings and in-service workshops. The proportions vary though, 
73.1% of mathematics teachers, compared with 57.7% of English 
teachers, disagreeing with the proposition. Social science 
teachers are equally divided 50% for and against on the 
advocacy issue. These figures again suggest meaningful 
distinctions between curriculum subjects such as mathematics, 
English and social sciences. 
In the above part of the Chapter dealing with cross-
tabulations I have further explored the indicators of normative 
pressures by m.anipulating substantively meaningful 
classificatory indices of the teacher survey sample. In the 
next, and final part of Section C, I will repeat the process 
for the student survey sample. 
Table 11 shows students' conceptions of the actions 
of teachers crosstabulated by year group and sex. Item A 
proposes that students who achieve high marks regularly get 
more attention from teachers. Year 10 females demonstrate the 
strongest agreement with the proposition. Year 12 males 
demonstrate greater agreement than Year 10 males. Year 12 
females demonstrate the least agreement, 52.1%, with the 
proposition. Item B considers the effects of school rules. 
Agreement with the proposition that one effect of rules is to 
make students find out what teachers will let them get away 
with, holds consistent over year and sex groups. Item C is 
concerned with the effectiveness of teacher criticism of 
students compared with student criticism of students. Year 10 
males, 56.4% and Year 10 females, 65.7%, support the 
proposition. Conversely, Year 12 males, 55.5%, and Year 12 
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females, 60.5%, do not support the proposition. These 
statistics lend support to earlier considered notions that the 
meaning of teacher actions changes with the age of students. 
Table 12 shows Year 10 students' conceptions of 
academic differentiation crosstabulated by type of 
mathematics enrolled in, and therefore studied, by the Year 
10 students. In Item A the proposition that being grouped 
according to ability damages the self-confidence of boys and 
girls is agreed to consistently by members in the three 
differentiated Year 10 mathematics groups. There is slight 
firming of agreement in the direction of ordinary and general 
mathematics students. Item B sheds more light on the issue. 
Dividing subjects on the basis of difficulty, in order to cater 
for student variability, is seen as positive by the bulk of the 
sample. Comparing Items A and B, a reasonable inference is 
that students see the necessity for differentiation but they 
also see the risks of stigmatization inherent in the process., 
Item C tends to confirm earlier comments and judgments about 
subject choice via banding arrangements. The pattern is one of 
consistent agreement, across the three mathematics groups, 
that restrictions on subject choice upset students. The 
advanced mathematics group offer the strongest agreement perhaps 
indicating the informal controlling influence that advanced 
16 
mathematics tends to exercise over subject choice in Year 10. 
Table 13 shows students' conceptions of school rules 
crosstabulated by the posts of responsibility held by students, 
and including Form Captain, Roll Monitor and Prefect. The 
proposition of Item A, that school is a place where students 
learn to obey rules made by adults, that is teachers, provokes 
moderate disagreement in both groups. The related Item B shows 
64.2% of students not holding positions of responsibility in 
agreement with the proposition that posts of responsibility are 
not attractive. The trend is marginally reversed by the 51.1% 
of students holding posts of responsibility but in agreement 
with the proposition. In Item C, punctuality as one form of 
school rule is clearly allocated to the discretionary behaviour 
of teachers. Some 86.8% of students holding positions of 
responsibility agree that punctuality is a virtue but the 
emphasis on it varies from teacher to teacher. A similar 
percentage, 88.5% of students not holding positions of 
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responsibility, demonstrate the same agreement. The inference 
to be drawn from Table 13 is that rules in schools, and their 
meanings, vary for both the custodians of the rules and those 
who operate under them. 
Table 14 shows students' conceptions of subjects 
crosstabulated by subjects rated most difficult by students. 
Item A proposes that it is harder to get a high mark in 
mathematics than English. Thus 57.7% of those students who 
nominated mathematics as the most difficult subject agree with 
the prdposition, whereas 95.5% of those nominating English as 
the most difficult subject are in disagreement. Similarly, 
82.3% of those nominating science as the most difficult subject 
disagree. On these figures the inference is that subject 
difficulty is in part a function of studying that subject. In 
Item B the relevance of subjects is considered. The trend here 
is one of consistent agreement across all three subject groups, 
firming in the direction of those nominating English as the 
most difficult subject. Finally Item C proposes that science 
is more difficult to understand than history. Those nominating 
mathematics as the most difficult subject are marginally in 
agreement, 53.1%, with the proposition. Those nominating 
science as the most difficult subject show slightly stronger 
agreement with the figure of 58.7%. Those nominating English 
as the most difficult subject are in marginal disagreement, 
52.6%, with the proposition. Given that in the previous part 
of Section C, the bulk of the student sample was reported as 
holding the opinion that mathematics and science are studied 
by the top students. Table 14 suggests that students* 
conceptions of subjects are related to the personal experiences 
they have within subjects this giving them their 'knowledge' 
of subject difficulty. 
I have now explored the pattern of student responses to 
indicators of normative pressures through crosstabulation. I 
shall now summarize Section C of Chapter 4. 
SUMMARY REMARKS 
In Section C of this Chapter data were presented from 
supplementary surveys of a wide sample of teachers and students. 
In the first part of Section C, frequency distributions were 
TABLE 14 
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STUDENTS CONCEPTIONS OF SUBJECTS-CROSSTABULATED BY 'MOST 
DIFFICULT SUBJECT ' 
N = 228 
ITEM A IT IS HARDER TO GET A HIGH MARK IN MATHS THAN IT IS 
IN ENGLISH 
163 45 i#tJ 
Values 
SA 
A 
D 
lO 
Mathematics ! 
1 1 
N % i 
42 25.8 
52 31.9 
50 30.6 
19 11.7 
N 
2 
6 
25 
12 
Science 
2 
o 
4.4 
13.3 
55.6 
26.7 
English 
3 
N 
0 
1 
9 
10 
b 
0 ' 
5.0 
45.0 
50.0 
ITEM B IT IS HARD TO SEE THE PRACTICAL VALUE OF SOME SUBJECTS 
IN SCHOOL BECAUSE THE CONTENT IS NOT CLEAR AND DOES 
NOT RELATE TO EVERYDAY LIFE 
Values 
SA 
A 
D 
SD 
Mathematics 
1 
N % 
63 38.4 
83 51.3 
13 7.9 
4 2.4 
Science 
2 
N % 
14 30.4 
23 52.2 
7 15.2 
1 2.2 
English 
3 
N % 
8 40.0 
11 55.0 
1 5.0 
0 0 ! 
• 
163 45 20 
ITEM C 
AS A SCHOOL SUBJECT SCIENCE IS MORE DIFFICULT TO 
UNDERSTAND THAN HISTORY 
Values 
SA 
A 
D 
SD 
N 
16 
71 
54 
22 
Mathematics 
1 
163 
SA = Strongly agree 
A = Agree 
% 
9.9 
43.2 
33.3 
13.6 
Science 
2 
N 
10 
16 
12 
7 
45 
21.7 
37.0 
26.1 
15.2 
English 
3 
N 
6 
3 
3 
8 
20 
31.6 
15.8 
15.8 
36.8 
D = Disagree 
SD = Strongly disagree 
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used to descriptively profile the sample of teachers and 
students. The profile for teachers showed 60% of the sample 
aged under 35, parity of the sexes, and over 70% having more 
than five years teaching experience. The bulk of the sample 
gained their academic and professional qualifications in 
Queensland. Similarly, over 90% had teaching experience only 
in Queensland, and over 60% had no teaching experience in 
Brisbane high schools. The profile for students showed 70% 
of the sample comprising Year 10s but an almost equal number 
of boys and girls. The indicator of differentiation, 
enrolment in mathematics, showed just under half the Year 12 
enrolment enrolled in Social Mathematics. Students reported 
mathematics to be the most difficult subject studied followed 
by science and English. Mathematics was also viewed as the 
most useful subject. Most students were completing Year 10 
or Year 12 in the school where they had commenced as Year 8 
students. 
Student and teacher responses to selected opinion 
statements offered further evidence of normative pressures 
through the clustering of responses on a 'strongly agree' to 
'strongly disagree' continuum. For teachers, opinions on 
matters to do with public service, corporal punishment, school-
based assessments, educational goals and parental involvement 
were taken to reflect underlying pressures in the social 
cultural system. Opinions on the Appraisement system, status 
of academic subjects, collegial participation in decision-
making, equitable representation of the sexes in senior 
positions and teacher transfers were taken to reflect under-
lying pressures in the social structural system. Opinions on 
academic differentiation of students and class sizes were 
taken to reflect underlying pressures in the social system. 
For students, opinions on the quality of school life, 
its compulsory nature, corporal punishment and the pursuit 
of good academic results were taken to reflect underlying 
social cultural pressures. Opinions on the prefectorial 
systems, subject selections, equivalent opportunities for the 
sexes, subject statuses, teacher authority, the wearing of 
school uniform and academic differentiation were taken to 
reflect underlying social system and, to a lesser extent, social 
structural pressures. 
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In the second part of Section C variations of responses 
within the samples of teachers and students were explored 
through crosstabulations. For teachers, representations of 
seniority were crosstabulated with age and sex; conceptions 
of professional responsibility were crosstabulated with 
classified and non-classified position; ideas on student 
roles were crosstabulated with year/grade preference and 
subject characteristics were crosstabulated with subject 
commitment. 
For students, the actions of teachers were cross-
tabulated with year group and sex; Year 10 students' concep-
tions of academic differentiation were crosstabulated with 
type of mathematics studied, conceptions of school rules were 
crosstabulated with posts of responsibility and, finally, 
conceptions of subjects were crosstabulated with most 
difficult subject. The crosstabulations uncovered patterns of 
variation to normative pressures within sub-groups of teachers 
and students. 
The data-sets presented in Section C perform the follow-
ing functions. They provide quantified evidence of the 
meaningfulness of indicators of normative pressures outlined 
qualitatively in Sections A and B. They also show that these 
indicators can be validly applied to a wider sample of teachers 
and students. That is, the quantitative data generalizes the 
theoretical model presented in Chapter 2 to the survey 
population of teachers and students in the Darling Downs Region 
of the Queensland Department of Education and, by inference 
and extrapolation, the rest of Queensland. In performing 
these functions the data-sets answer research question 5 first 
confronted in Chapter 1. That is, the consequences of 
normative constraints can be said to include effects on 
teacher/student beliefs, hopes, expectations, fears and 
interests and the linking of these dispositional attributes to 
the behavioural adjustments that teachers and students make in 
schools. Secondly, the organizational character of state 
secondary schooling in Queensland, illustrated through 
evidence in the previous pages of this Chapter, can be said to 
be the reciprocal of the institutions and social relationships 
in wider Queensland society. 
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I shall now conclude Chapter 4. 
CONCLUDING REMARKS 
This Chapter has documented the results of empirical 
procedures carried out in fieldwork and related settings. 
Section A consisted of five data-sets which cumulatively 
produced indicators of normative pressures in schools. I 
shall now elaborate more fully the meanings of the concept 
labels that subsume these normative pressures and which 
appear in the lower half of the theoretical model presented in 
Chapter 2. These explanations of the concepts used to define 
social cultural, social structural and social system pressures 
are theoretically grounded in the data presented in Section A. 
Statutes refers to the constraints on teacher-student 
behaviour arising from laws and regulations enacted in the 
parliament of Queensland and proclaimed by the Governor-in-
Council. The key pieces of legislation are the Education Act 
1964-1974 and the Public Service Act 1922-1978. 
Achievement orientation connotes the pressures that 
society exerts on the education system for effective instrument-
al performances. It is in part a function of the demand for 
trained manpower for an increasingly complex and specialized 
economy balanced against the need to provide equal opportunity 
for all school students. 
Lay character of polity and value judgments refers to the 
intrusiveness of parents, community associations, vested 
interest groups and the general public into education matters. 
These intrusions must be acknowledged by the education system 
but they may remain unexplicated. 
Incremental changes and goal inconsistency refer to the 
lack of clarity and consistency in the purposes of education 
and the resulting problem of relating educational ends and 
means. 
Status group competition means the pressures that occur 
as a function of divided loyalties faced by teachers and 
students in subject groups, pastoral care arrangements, 
professional associations and social relationships based on age, 
sex, seniority and experience. 
Central authority defines the rule-bound ways in which 
teachers and students act in schools and which in large part 
207 
derive from the centrally organized, vertically administered 
legal-rational procedures of the Queensland Department of 
Education. 
Colleague control explicates the sense of corporate 
membership that teachers and students have of their place in 
the educational system particularly as this is exemplified in 
the presence or absence of discretionary power to influence 
school governance. It is closedly related to occupational 
status or the positions of teachers and students in the rank 
order of powe'r and prestige in the school and the perception 
of rewards and obligations associated with such positions. 
Conflicting role demands refers to the multiplicity of 
demands faced by teachers and students in schools. It is 
closely related to standardization or the conventional and 
institutionalized features of schools such as their compulsory 
nature, classes organized into year groups, subject timetables, 
patterns of academic differentiation, rules and rituals 
creating order and predictability. Age/sex cleavage refers 
to the separation of adult and student roles in the first 
instance, and the separation of student roles on chronological 
year groups, and sex grounds in the second instance. When 
associated with sub-cultures, or informal group membership, 
age/sex cleavage imputes bases of judgments used in guiding the 
individual's occupancy and conduct of roles. 
The data-sets provided in Section A permit these grounded 
theoretical statements to be inferred thus elaborating the 
lower half of the theoretical model and answering research 
questions 1 and 2. The data-sets provided in Section B of the 
Chapter revealed the empirical indicators of the subjective 
responses of teachers and students to the impact of normative 
pressures. The evidence answered research questions 3 and 4 
revealing a pattern of subjective adjustment closely resembling 
that depicted in the upper half of the theoretical model and 
explicated in Chapter 2. To reiterate, teachers and students 
subjectively evaluate the consequences of courses of action. 
They do this in the perspective of their beliefs and attitudes 
tempered by a sometimes partial set of normative beliefs, that 
is, partial knowledge of expectations. The context of the 
classroom, the age, sex, status position and subject 
specialization of incumbents contributes to this partiality 
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and it IS suggested as being crucially implicated in teacher-
student intentions to perform, and to actually perform, 
behaviours in classrooms. At a more general level of grounded 
theory, the data presented in Section B show how constraint 
occurs at the level of individual actors. That is, norms 
emanating from social cultural, social structural and social 
system sources are negotiated, changed, sustained and re-
produced by social actors. 
The survey data presented in Section C permitted the 
testing of the visibility of the model with a wider sample of 
teachers and students. The survey indicated that the 
properties of the model did indeed apply to this wider sample. 
It posited the consequences of normative pressures, the focus 
of research question 5, in the theoretical form of a 
reciprocal, that norms arise in three locations and impact upon 
social actors. However, actors occupying status-role positions 
in the receiving social system, the school, mobilize dis-
positional and contextual attributes to shape and modify the 
influences. 
I will now close Chapter 4. In Chapter 5, the final 
Chapter of this thesis I will provide a summary outline of the 
previous four Chapters and will elaborate on the substantive 
implications of the research questions addressed. 
END NOTES 
1 The content of the lesson depicted in Figure 9 is largely 
a function of Unit X, Probability and Statistics, of the 
Draft Senior Syllabus in Mathematics issued by the Board 
of Secondary School Studies in February 19 81 as part of 
the phasing-in arrangements for ROSBA. A standard text-
book written for and used widely throughout Queensland to 
support this section of the syllabus is: C.W.D. Radcliffe 
and K.A. Dan, Probability and Statistics. Brisbane: 
William Brooks & Co. (no publication date). 
2 The content of the lessons depicted in Figures 11 and 12 
is in part a function of the Draft Senior Syllabus in 
English in which the objectives to be attained and tested 
are listed. The classroom teacher retains some autonomy 
in the matter of selecting appropriate textbooks for Year 
12 English. 
3 Prior to 1970 annual inspection of teachers was usual. 
However, pressures reflecting a growing professional 
status for teachers encouraged by the Queensland Teachers 
Union and other groups, rendered the annual system 
problematic. Working Party consultations between 
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representatives from the Queensland Teachers Union and 
the Inspectors Institute eventually resulted in the 
formation of a Standing Committee on Appraisement, 
Promotion and School Evaluation. This Committee makes 
recommendations of principle in matters to do with 
teacher promotion, and thus by direct implication, 
competence. The Appraisement system that has resulted 
is a compromise based on the compelling claims of 
seniority, and the right to judge, versus merit, and 
the right to natural justice. The traditional 
Inspectorial role has been usurped therefore by 
professional imperatives and the legitimacy of 
Education Department power has been called into question. 
See: Personal Appraisement for Promotion - Changes for 
1980, Memorandum, Queensland Department of Education. 
Teachers submit applications for appraisement to the 
Regional Director if wishing for promotion to the follow-
ing classified positions in the secondary division: Level 
I - Teacher Librarian - Advisory Teacher - Teacher in 
Special Schools; Level II - Subject Master or Mistress -
Senior Mistress - Deputy Principal; Level III - Principal 
Grade 2 high school; Principal Grade 1 high school. Two 
inspectors monitor the applicant's performance in school 
and complete a standardized appraisement form. A rating 
of 1 (low) to 7 (high) is provided for the applicant on 
each dimension of teaching competencies, organizing 
ability, professional involvement and interpersonal 
relationships. Maximum score on these dimensions for Level 
I applicants is 70. Level II applicants can also score up 
to 21 for capacity for leadership which is added to total 
scores for the previous four dimensions creating a total 
possible score of 91. Applicants for principalships, Level 
III positions, are also judged on their capacity for public 
relations, maximum score 7, and their administrative 
ability, maximum score 28. This makes the total possible 
appraisement score for Level III applicants 126. See also: 
Education Office Gazette, 80(1), January 1978. 
These banded subjects, and those comprising the Year 11/12 
course, are all 'Board Subjects' being accredited by the 
Board of Secondary School Studies and conforming to 
syllabuses set by the Board. Schools may also offer their 
own syllabus for Board-approved 'school' subjects. 
In School A girls' winter uniform consists of plain blue, 
long sleeved blouse, grey Lystav No. 14 3 skirt with 1" 
pleats and of suitable length, or college grey slacks, 
plain maroon blazer with official badge on pocket, 
official school tie, grey pullover V neck with blue and 
maroon stripes, and lace-up black leather court shoes. 
The Ladies Auxiliary, a loose association of mothers of 
students at Schools A and B, monitors the cost, design and 
commercial distribution of school uniform. Ladies 
Auxiliaries are common to the state high schools of 
Queensland frequently running school 'tuck-shops' and 
other revenue raising activities. 
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I The Tertiary Entrance (T.E.) score ranks Year 12 students 
throughout Queensland in any one academic year, on the 
basis of their achievements in Board of Secondary School 
Studies approved subjects. All tertiary institutions use 
the T.E. scores as a means of selecting first year 
students. The highest T.E. score is 990 allocated to 
about 1% of the seventeen year old age cohort in the 
particular year. Scores then range downwards by a factor 
of 5, i.e. 985, 980, 975 and so on. T.E. scores are 
calculated on the basis of Special Subject Assessments 
provided by each school at the end of Year 12. In an 
attempt to achieve comparability between schools on the 
SSAs as they are called, the Board of Secondary School 
Studies scales marks against the ASAT (Australian 
Scholastic Aptitude Test) scores gained by all students 
studying a particular subject in any one school. An 
aggregate score is then calculated by adding the 
student's highest adjusted mark on five subjects, the 
sixth subject with the lowest score is not included, 
assuming that each subject has been studied for four 
semesters over the two years of Years 11 and 12. A 
school's Year 12 population is ranked according to 
aggregate scores, and these are rescaled against the Year 
12 group's mean ASAT score. These rescaled aggregate 
scores are used to indicate student rank position in what 
is known as a Queensland State Order of Merit (I.E. 
percentile ranks). Within quota restrictions tertiary 
institutions in the state set minimum percentile levels 
for entry to courses. There is a widespread belief among 
students that the selection of mathematics and sciences 
leads to a higher T.E. score than say the selection of 
English and economics. The Board of Secondary School 
Studies denies that statistical complicity occurs through 
subject selection. See: The How, Why and What of the 
Tertiary Entrance Score, Board of Secondary School 
Studies. 
i In 1983 the proportion of Year 10 students returning to 
schools in Queensland for Year 11 studies increased, in 
raw retention figures, to 62.8% compared with 55.8% in 
1982. Memorandum 20/12/83, Research Services Branch, 
Queensland Department of Education. 
i S.T.E.P. is the acronym for Secondary Transition Educat-
ion Project, a Queensland Department of Education project 
funded by the Federal government. See: Guidelines for 
State Secondary Schools Seeking Approval and Funding for 
Pre-Employment Programmes, Queensland Department of 
Education, PEP/1980. The scheme has been largely super-
seded by the Federal government's Participation and 
Equity Program. See: Participation and Equity in 
Australian Schools Canberra: Commonwealth Schools 
Commission, 1984. 
It Teacher registration, compulsory since 1975, is controlled 
by the statutory Board of Teacher Education. Teacher 
registration requires in Queensland all teachers to hold 
a professional, teacher training certificate. Degree 
holders would therefore have completed, in addition to 
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their degrees, a one year Diploma in Education course or 
equivalent. See: Education Act 1964-1974, Division II, 
Section 51C. 
11 Enrolment figures for state high schools and secondary 
departments in the Darling Downs Region upon which 
Tables 2 and 4 are based were supplied by the Regional 
Office in Toowoomba in March 1983. 
12 The inadequacies of the transfer system, suggested by 
teacher responses, are admitted in the Queensland 
Department of Education's own documentation. See: 
The Provision of State Secondary Education in Queensland, 
1978, p.27. ~ — — 
13 As of July 1983, of 162 statewide positions of principal 
of secondary schools, 157 were occupied by males and 5 by 
females. Of 1,092 classified positions of subject master/ 
mistress, 770 were occupied by males and 322 by females. 
See: Education Office Gazette Statistics Supplement No. 
£9, 18 November 1983, p.12. 
14 Class size standards presently desired by the Queensland 
Department of Education are: maximum 30 students in 
Years 8, 9 and 10; and 25 in Years 11 and 12. Mean class 
size for English classes in high schools and secondary 
departments in Queensland declined from 27.0 to 25.2 
the period 1973-77. See: The Provision of State 
Secondary Education in Queensland, Department of 
Education, Brisbane, 1978, p.26. Mean sizes of observed 
classes in sample schools A and B for this study are: 
Year 12 English - 17.5; Year 12 mathematics - 16.1; Year 
10 English - 20.4; Year 10 mathematics - 21.1. 
15 Year 12 students of English in sample school B in 19 82 
Semester 1 (21 teaching weeks) were required to complete 
thirty pieces of assignment work including four test 
essays and a final examination. 
16 Course structures for Year 10 and Year 11/12 students at 
School B, shown in Appendix H, illustrate this informal 
control function. Advanced mathematics must really be 
undertaken as part of Year 10 courses 1, 2 or 3 for it is 
a de facto requirement for selection of Mathematics I and 
Mathematics II in Years 11/12 and also physics and 
chemistry. 
17 The problem of using statistical tests of significance in 
survey research of the type undertaken in this study is 
identified in the following citation. "Testing the statistical 
significance of an association between indices presents a 
strong barrier to the generation of theory while doing nothing 
to help it, since the resulting accuracy (if one can 
actually trust the test) is not crucial. These tests direct 
attention away from theoretically interesting relationships 
that are not of sufficient magnitude to be statistically 
significant". See: B. Glaser, A. Strauss, The Discovery 
of Grounded Theory London: Weidenfeld and Nicholson, 11th 
printing, 1980, p.' 200. Further support for the non-use of 
tests of statistical significance in this research is to be 
found in H. Selvin, "A Critique of Tests of Significance in 
Survey Research", American Sociological Review,. 22, 1957, 
pp. 519-527. See also t . F. Mosteller and J.W. Tukey, 
Data Analysis and Regression, Reading, Mass., Addison-
Wesley, 1977. 
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CHAPTER 5 - CONSIDERING THE IMPLICATIONS OF NORMATIVE 
PRESSURES ON SCHOOLING - SUMMARY, CONCLUSIONS 
AND SUGGESTIONS FOR FURTHER RESEARCH 
INTRODUCTORY REMARKS 
In the previous Chapter data were presented to clarify a 
theory of normative pressures on state high schools in 
Queensland. On the basis of the data it was postulated that 
norms arise in the social cultural, social structural and 
social system spheres, that they act cumulatively to impact on 
teachers and students in schools, and that these norms are in 
turn modified subjectively by these social actors. In this 
final Chapter of the thesis I will firstly summarize the 
procedural steps showing how the theoretical postulates were 
arrived at. Secondly, I will reconsider the theoretical 
assumptions first presented in Chapter 1, and briefly assess 
their validity in the light of the data produced in Chapter 4. 
Thirdly, I will formulate some conclusions and implications 
deriving from the theoretical postulates. I will do this by 
further elaborating research question 5. That is, I shall 
make judgmental statements on the consequences of normative 
pressures for students, teachers, schools and society. 
Fourthly, I shall present a final substantive section in which 
suggestions for further research are made. The structure of 
Chapter 5 is diagrammatically summarized in Figure 17. 
SUMMARY OF PROCEDURAL STEPS IN THIS THESIS 
In Chapter 1, the central concern of the thesis, rule or 
norm governed behaviour in the state high schools of Queensland 
was introduced. More directly, the problem of the thesis was 
expounded as the identification and explication of normatively-
based pressures and tensions on the in-school behaviour of 
teachers and students in Queensland state high schools. The 
problem was derived from recurrent socio-political debates 
about the meaning and character of education in Australia; 
the centrality of the state school system in the institutional 
fabric of Australian society; and a concern for explanation 
of the purposes of schooling. 
This problem was then said to necessitate the expression 
of four major purposes. Firstly, research-based information 
on the Queensland state high school as a social system was 
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required. Secondly, there was a requirement for 'grounded 
theory' to inform the relationship between schooling and 
social structure. Thirdly, it was posited that the complexity 
of social influences on schooling required address through a 
comprehensive methodology. Fourthly, the requirement for 
school-based research with implications for policy was 
established. 
The Chapter then proposed five major research questions 
which were as follows. What constraints influence everyday 
teaching and learning in Queensland state high schools? Does 
the source of these constraints reside in the social system 
(school and classroom); the social structural system 
(Queensland Department of Education); the social cultural 
system (policy-making and influencing bodies in Queensland 
society)? What knowledge do teachers and students have of 
these constraints? How is this knowledge used in the everyday 
conduct of classroom lessons? What are the consequences of 
normative constraints? 
These questions were next embedded in the theoretical 
scope of the study. The study assumed that behaviour in 
institutions such as schools is the product of a causal chain 
that links beliefs, formed on the basis of available 
information, to attitudes, predispositions and intentions. 
Of more direct theoretical concern was the subsequent 
assumption which suggested that the increasing size of the 
Queensland Department of Education mirrors a national tendency 
towards the monopolization of political power which 
concentrates initiative in the legal-rational apparatus of 
the state and in large organizations such as trade unions and 
employer groups. A third and final assumption was that social 
life is regulated in terms of normative patterns which are 
thought of as institutionalized. 
In Chapter 2 the central problem of the study was 
theorized through a review of the literature. The review was 
used to establish an orienting theoretical model. Figure 3, 
which showed plausible sources of influence, and their inter-
connections , on the in-school behaviour of teachers and 
students. 
In the first section of the review substantive accounts 
of the high school as a social system were analysed. In the 
215 
second section of the review these accounts were considered 
in the light of recurrent theoretical problems in sociology. 
These theoretical problems necessitated an application of 
reviewed literature to the three major theoretical assumptions 
outlined in Chapter 1. This application led, in the third 
•section of the review, to the establishment of the 
theoretical model containing: information about the types and 
sources of social influences on schooling; a reconciled 
position on the influence of 'action' and 'structure' on 
behaviour in schools; an emphasis on the sources of normative 
influences centrally relevant to the problem of this study and 
suggestions for the nature and direction of methodological 
procedures. 
In Chapter 3 methods formulated to address the problem 
were outlined. The first stage of these methods involved the 
use of a computer technique known as Interpretive Structural 
Modelling. This helped in the allocation of names and 
locations to social influences considered in the review of the 
literature. This process helped in the second stage of the 
methods. This second-stage involved qualitative enquiries in 
two sample schools. These comprised direct observations of 
classroom activity-, semi-formal interviews with teachers and 
students, and accumulation of anecdotal records. The third 
stage of methods involved the content-analysis of key educat-
ional documents. The fourth stage involved supplementary 
specialist interviews with key education personnel. In Chapter 
3 the second, third and fourth stages of the methodology were 
established as a group to clarify the empirical counterparts 
of the conceptual components of the orienting theoretical model 
established in Chapter 2. Survey procedures for testing the 
generalizability of the model, stage five of methods, were 
also outlined in Chapter 3. 
In Chapter 4 data were presented from the methodological 
and field-work phases of the study. In Section A data 
produced in the qualitative enquiries in schools, through the 
content analysis of documents, and from transcripts of 
interviews with key education personnel, revealed empirical 
indicators of social cultural, social structural and social 
system influences on schooling. These influences included 
teacher appraisement, school rules, academic differentiation 
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and the assessment requirements of the Board of Secondary 
School Studies. In Section B, data produced from the 
expressive components of lesson observation scripts and 
extracts of interviews with teachers and students in the 
sample schools, revealed the subjective responses of teachers 
and students to the impact of social cultural, social 
structural and social system pressures. These responses 
included the production of norms protecting the roles of 
teacher and student, the use of humour and repartee to off-
set instrumental demands, arid the evaluation of the ' 
consequences of courses of action sometimes in the light of 
partial knowledge of events and expectations, and sometimes 
in the perspective of beliefs. 
In Section C quantitative data from surveys of wider 
samples of teachers and students were presented. The data 
provided descriptive profiles of teachers and students, their 
statuses, and the emotional strength of their responses to 
opinion inventory items reflecting underlying social 
cultural, social structural and social system pressures. This 
data provided further explanations of the meaningfulness of 
indicators of normative pressures outlined qualitatively in 
Sections A and B of Chapter 4. The survey data were reported 
as further evidence of the applicability, and therefore 
generalizability, of the theoretical model first presented in 
Chapter 2. Chapter 4 was able to conclude therefore with 
systematic explanatory statements of concepts such as statutes, 
achievement orientation, central authority and standardization, 
and which appear in the lower half of the theoretical model. 
The data presented in Chapter 4 theoretically grounded these 
explanations of concepts and therefore postulated the nature, 
location and effects of norms on teachers and students in 
Queensland state high schools. 
In the next section I shall consider the original 
theoretical assumptions of this thesis in the light of the 
theoretically grounded influences nominated at the end of 
Chapter 4. 
RECONSIDERATION OF THEORETICAL ASSUMPTIONS 
There is sufficient evidence in Chapters 2 and 4 to 
suggest that the three major theoretical assumptions 
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established in Chapter 1 of this study are broadly valid. 
The first assumption followed Glaser and Strauss (1980) and 
Fishbein and Ajzen (1975) in suggesting that behaviour in 
institutions such as schools is the product of a causal chain 
that links beliefs to attitudes, predispositions and 
intentions. A secondary principle in the assumption suggested 
that behaviour is related to a person's belief that certain 
actions involve consequences, and that such consequences have 
positive or negative outcomes for the person. The third 
principle in the assumption suggested that normative beliefs 
combine with an individual's motivation to comply or not to 
comply to produce a subjective norm which may become a major 
determinant of behaviour. This assumption has been 
demonstrated by two types of evidence in this study. Firstly, 
contributions from the literature (Nash, 1976; Ball, 1981; 
King, 1983; Woods, 1983) were used to establish the complexity 
of the patterns of student-teacher responses in schools. This 
evidence rendered the assumption valid through its synthesis 
of the different theoretical treatments of the phenomena 
embedded in the assumption. For example, the subjective norms 
of classroom life, cast in the orienting theoretical model, 
are depicted by the symbolic interactionist Woods (1983, p.27) 
as "personal rule framing", what teachers and students "put up 
with, tolerate or not accept". Secondly, direct evidence was 
gathered in empirically relevant fieldwork settings and is 
reported in Chapter 4. The classroom observation data in 
particular shows the presence of normative beliefs in the 
behaviour of the relevant social actors, teachers and students. 
Similarly, extracts from interview scripts reveal nuances and 
idioms indicative of subjective patterns of adjustment in the 
presence of normative beliefs. 
The evidence for patterns of normative beliefs and 
subjective adjustments logically validates the second 
theoretical assumption of the study. That is, normative 
beliefs arise in the context of visible, generalized normative 
constraints on schooling. In Chapter 4 the responses of 
research subjects, teachers, students, administrative 
personnel, parents, attest to the increasing concentration of 
political power, and thus normative control, in the legal-
rational apparatus surrounding the operations of the 
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Queensland Department of Education. The second assumption for 
this study therefore, that the increase in magnitude of the 
Queensland Department of Education mirrors a national 
tendency towards the monopolization of political power in 
the state, and in large corporate organizations is reflected 
in the order of presentation of types of normative influences 
exhibited in the orienting theoretical model and adumbrated 
at the end of Chapter 4. In the social cultural sphere, 
statutorily endorsed policies produced through the legislat-
ure in Queensland, supervise the achievement orientation, the 
incrementality of educational goals, and the involvement of the 
lay community in educational matters. This supervision extends 
through a network of regulations custodially adopted by the 
Queensland Department of Education, that is, at the social 
structural level. The direct evidence produced parallels 
established positions in the literature such as Encel (1970) , 
Pusey (1976, 1980) and Bates (1983) to suggest that large 
state departments of education operate mechanistically and 
that in consequence, status group competition becomes 
critically visible, disputes over colleague control and 
participation fester and occupational status and the reward 
structures for teaching and learning remain controversial. 
Formal authority is therefore re-exerted centrally to maintain 
the apparent conditions of rational management, order and 
stability. 
The re-exertion of formal authority has quite a 
significant impact in the social system sphere, at the level 
of the school. The multiplicity of role demands facing 
students and teachers is assimilated by standardized 
organizational routines. This standardization becomes a 
source-constituent in the normative beliefs of the relevant 
social actors, teachers and students. According to the 
evidence in this study, the standardized features of school 
organization, largely centreing about instrtimental and moral 
concerns, act as a major constraint on the in-school behaviour 
of teachers and students. It is a constraint however, 
constantly tested by the nature of investment and conformity 
brought to the social system by teachers and students. 
At the more abstract level of analysis then, the third 
assumption of this study, that social life is regulated in 
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terms of normative patterns which are thought of as 
institutionalized, becomes the correlate of the first and 
second assumption. For Giddens (1983, p.57) an "evident 
feature of Western societies over the past hundred years is 
the increasing intrusion of the state into economic life, as 
well as in other spheres of social activity". Giddens' 
contention is expressed in this study through the evidence 
demonstrating the structural location of teachers and 
students. The status-role positions they occupy, and the 
material and symbolic rewards they pursue, have been shown to 
be in significant part, derivatives of highly institutional-
ized practices mediated through the Queensland Department of 
Education acting as an arm of government. Extrapolating 
further, teachers and students can be likened to dependent 
actors in other organizations. The normative conditions that 
organizations produce act to regulate the economic and there-
fore by implication, social, well-being of actors. The 
possibilities for individual social actors to exercise 
initiatives to change, that is to improve, this well-being, 
are restricted by the conditions of such organizations. 
Correspondingly, social, actors must move into higher ranked 
status-role positions if they wish to exercise influence over 
the very organizational conditions that were earlier more 
constraining. Paradoxically, such actors then become the 
guardians of the organization contributing to its perpetuation. 
Given the location of statutory control over educational 
practices at the top of the list of social influences in this 
study, it is plausible to conclude that what Parsons (1959, b, 
p. 80) refers to as the "generality of normative patterns" is 
expanding in ways consonant with the ideas of the third 
assumption in this study. To put the point more simply, 
individual social actors are losing discretionary power as 
society becomes more complex and regulated. 
I have now considered theoretical assumptions within the 
limits set by the data-formulated statements outlined in the 
Concluding Remarks section of Chapter 4. Keeping these revised 
assumptions in view I will next provide some broader answers to 
research question 5. That is, I will make some judgmental 
statements about the consequences of normative constraints for 
students, teachers, schools and society. Where appropriate, I 
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will refer to positions in the literature particularly 
apposite to these judgments. 
CONCLUSIONS : IN THE FORM OF JUDGMENTAL STATEMENTS ABOUT THE 
CONSEQUENCES OF NORMATIVE PRESSURES FOR STUDENT - TEACHER -
SCHOOL - SOCIETY 
In this section I present some judgmental statements 
about the consequences of normative pressures for students, 
teachers, schools and society. Where appropriate, I have 
compared my judgmentsNwith those made by other researchers 
and theorists and reported in the literature. The conclusions 
that I have reached largely reflect the theoretical objects 
of this study and do not necessarily act as a required charter 
for change. Given however, that much of the material in this 
thesis has proved of interest to teachers, students, 
administrators and policy-makers, as indicated by responses to 
published papers and seminars organized to provide feedback 
to respondents, I have provided some recommendations for 
change in Appendix K. 
For the Student 
For the majority of students, schooling is a non-
problematic, institutionalized routine which is widely 
accepted as an inevitable adult imposition on adolescent lives. 
The experience of schooling requires constant adjustment of 
emotional and dispositional responses to school demands but 
there is no dramatic evidence of either rejection of school-
ing by young people or a viewpoint that it is in any way a 
consistently negative or irrelevant experience. On the 
contrary, students accept the routines and offerings of the 
school as part of their normal, everyday lives and they 
generally consider a secondary education to be important. 
This position may be contrasted with certain trends in the 
literature. 
For example, claims in the literature (MacPherson, 1983, 
p. 198) that norms are primarily activated by students as 
symbolic resources on the basis of physical dominance and sex 
for their own advantage remain unsubstantiated by evidence 
produced in this research. Also, studies portraying the 
student as oppressed either on the basis of ascribed racial 
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characteristics (Furlong, 1984), inter-form subcultural 
elements (Lambart, 1976), stigmatization deriving from 
labelling (Hargreaves, 1967), social class (Gilmour and 
Lansbury, 1978) and so forth tend to underplay what 
Fitzgerald, Musgrave and Pettit (1976, p.26) describe as the 
"operational constraints" put upon the organization of a 
school, in view of the purposes of those "recruited" to it, 
namely teachers and students. 
Students are operationally constrained by their 
cognizance of the importance of educational achievements. 
They are placed under considerable pressure to do well 
academically, particularly from Year 10 onwards. They keenly 
feel this pressure but they do not readily understand the 
nature of it. They remain apprehensive about the competitive 
academic situation in which they find themselves. Year 12 
students in particular are frequently involved with large 
amounts of abstract curriculum content. How valuable a six 
subject course is, how abstract subject matter content should 
be especially in Mathematics I and II, and how many assign-
ments a senior student should be expected to complete per 
semester, remain open and unresolved questions for the age, 
group. Also, there is continuing anxiety about the 
compilation and comparability of academic ratings. Students 
do not readily understand the mechanisms that the Board of 
Secondary School Studies has established for assessment, and 
they remain suspicious in particular of the effect subject 
choice may have on a T.E. score. Up to Year 10 especially, 
but also for most students, the process of schooling requires 
constant adjustment to the authority norms of the school. 
Students must come to terms with these norms as individuals, 
and as age-sex cohorts. Students are, on the whole, fair in 
their judgments of teachers, but they quite clearly define 
teachers as authority figures. This inevitably conflicts with 
students' developing sense of independence. It ensures that 
social distance between the roles of teacher and student remains 
wide. It also means that the pastoral care and responsibility-
oriented mechanisms of school governance, such as Home Rooms, 
tutorial groups and Student Councils seldom enjoy the full 
support of the student body. 
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A curious by-product of modern schooling is that the 
demand by the school for academic achievement combines with 
its authority norms to produce various types of duplicity in 
the classroom. It is curious indeed to find as a common 
student practice, the raising of the hand in response to a 
teacher question when the student does not know the answer, 
and hopes by the act of raising the arm, to be overlooked by 
that teacher. Students feel pressured not to admit that on 
occasions they do not have an answer to an academic problem. 
They have insufficient trust in the structure and process of 
schooling to accept and absorb their deficiencies. Thus the 
evidence produced in this research tends to confirm the 
position taken by Elboim-Dror (19 73, p.7) that the "teacher 
and the education system represent the adult society with its 
rules, authority structure and achievement orientation". 
The clients of education, students, remain as Midwinter 
(1977, p.13) puts it, "isolated from consideration", and in 
vulnerable, compulsory service. Students tend therefore to 
turn inwards, towards their own peer groups. For students, 
school is a very important social club, especially for those 
who travel long distances from isolated rural settlements. 
Friendships and social group activities are central to student 
thinking about their school life. They are frequently 
perceived as a counterbalance to the formal demands of the 
school, they are a means by which students protect their self-
concepts and their abilities, and they are the essential means 
through which adolescent values are expressed. Consequently, 
the attempt to devolve responsibility to students particularly 
in the form of a Prefect System is recognized by most students 
as a threat to student solidarity. 
In addition, the evidence produced in this study suggests 
an extant condition of competition for status among students 
but one usually cast within the operational constraints of the 
school. The conclusions here suggest it is rare for such 
competition to superimpose or displace the operational 
constraints. The subjective norms of students rarely become as 
Sugarman (1969, p.26) puts it "subversive of the official norms 
and values of the school". As a subjective norm, inter-
student competition appears: when someone wants recognition as 
a comic, when sex-related favours are pursued, when teacher 
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class-management is challenged, when individual attention is 
sought, in the form of idiosyncratic lines of study, and to 
communicate publicly the failure of a teacher to attribute 
social or academic worth to a student. The degree of 
competition tends to vary inversely with teacher formality. 
The more distant and formal the teacher, and the more a 
subject is strongly discipline-based, the less likely it is 
that competition of this kind will occur openly in classrooms. 
Competition for informal social recognition is more marked 
among girls than boys, more frequent in Year 10 than Year 12, 
and much more common in English than in mathematics classes. 
Parental influence is without doubt a powerful, though 
differentially significant, influence on a student's response 
to school. Some students feel that they are enrolled in 
subjects they have no business to be in but that they are 
meeting parental wishes. Most students admit of a tension 
between parental wishes and teacher advice on their own 
inclinations and judgments in the matter of subject choice. 
Also, students see parents as in league with teachers to 
impose the moral standards of the school, particularly in the 
matter of dress rules and public conduct in the town. In this 
sense, as Musgrave (1976, p.67) puts it "a parent implicitly 
makes a normative contract with a school, he agrees to 
exchange the submission of his child to the authority of the 
staff for certain services from them". As far as can be 
detected, parents of students in state high schools in this 
study are genuinely interested in the school life of their 
children, and are supportive of the school's endeavour though 
not to the extent of major participation in school-community-
affairs. That parents have not achieved Midwinter's (19 77, 
p. 18) "representative sectionalism" is oblivious to students. 
For students, the central role of teachers in managing their 
school affairs is abetted by the involement of their parents. 
Perhaps surprisingly, students do not appear to be 
realistically aware of the difficult employment environment 
that awaits them on leaving school. For many students, even 
Year 12s, school is an immediate and local experience 
conferring security and continuity of routine. The future is 
left to look after itself. The somewhat closeted and formal 
structure of the school, in which routine and conformity to 
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routine is not far short of absolute, adds to student naivety 
about the world beyond. There is little evidence of a 
'legitimacy crisis' in the content of schooling. Students 
certainly raise questions of relevance and meaning in school 
curricula but few see a need to openly castigate what they 
actually study or the rule-bound activity they are required to 
follow. In many minds, successful academic performance still 
seems to be the correlate of successful transition to adult 
roles. However, Year 12 opinions on this are clearly 
different from those of Year 10. Generally, Year 12 students 
are more positive about school, show signs of utilitarian 
motivation in their studies, are realistic about problems, and 
more appreciative of teacher efforts. Year 10 student opinions 
are shaped by their youthfulness and their undecided status. 
Despite their relatively junior standing they nevertheless 
concede that a secondary school education is a worthwhile 
undertaking. 
For the Teacher 
The process of schooling is in every way becoming more 
complex. Teachers apprehend this tendency but are unclear 
about its character. Although the evidence is that teachers 
typically adopt a sober-minded and conscientious approach to 
teaching, they are pushed in the direction of restricted 
professionalism. That is, their focus narrows to the subjects 
in which they specialize and to the students who make up the 
enrolment of particular classes. The actions and decisions 
about educational practice that are taken outside the school 
are increasingly the product of varied, and sometimes 
differentially motivated, interests. This occurs frequently 
in the absence of teacher input and it contributes to the 
organizational expediency that is visible in teacher behaviour 
in schools. 
• There are signs in the sociology of education that the 
question of the complexity of institutional practice is 
beginning to be confronted. Bates (19 81) has suggested that 
contemporary approaches in the sociology of education have 
generated possibilities for school-situated teacher theories 
which may be efficacious in informing the day-to-day 
activities of pupils and teachers. Meighan (1981, p.49) has 
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used the analogy of the "teacher as victim" to.suggest that it 
is the cumulative effect of social influences on teachers that 
is to be taken as sociologically significant. Similarly, 
Whitty (1985, p.169) has commented that the so-called 'new' 
sociologists of education of the 1970s "on finding the 
consciousness of teachers less than easy to transform", forsook 
the reaJmof educational practice leading to the neglect of 
policy studies with a pedagogical and institutional focus "in 
and around state education". Some additional elements of such 
a focus in this study are as follows. 
The cumulative pressures for measurable accountability 
are certainly not making performance in the classroom any 
easier. This seems particularly true with Year 12 work where 
the administrative load imposed by BOSSS assessment require-
ments, the amount of content to be covered, its degree of 
abstraction, and the difficulties involved in translating 
student performances into statistical ratings that are 
effectively comparable with those of other schools, are 
recurrent and significant pressures. Teachers are forced 
towards a heavy content prescriptive orientation in their 
teaching, are frequently pre-occupied with the allocation of 
marks to student assignments on a norm-referenced basis, and 
seem to have little time to effect variation and innovation in 
their teaching strategies. Related to this are the education-
al imperatives impelled by the rapid social changes associated 
with post-industrial technological development. The revision 
of syllabus content is now more frequent, the curriculum 
continues to expand to account for computer assisted learning 
and as much individual choice as possible, and the very real 
dilemma of providing alternative courses to non-academic Year 
10 and 11 students allows for little free-time in the 
teacher's day. The instrumental and moral imperatives of 
teacher roles fuse to create some not entirely consistent 
behaviours of teachers as the following paragraphs illustrate. 
Working for a highly centralized State Government 
department seems to promote what can reasonably be described 
as a healthy scepticism towards the long-canvassed idea that 
teachers are autonomous professionals in control of their own 
destiny. Bourdieu and Passeron (1978, p.66) note that the 
"illusion of the absolute autonomy of the ES (education 
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system) is strongest when the teaching corps is fully 
assimilated into the Civil Service". Consequently, teachers 
in Queensland state high schools, by no means cultural dopes, 
sense their odd location in a highly centralized and 
rationalized industry. Caught as Midwinter (1977, p. 19) 
puts it in a system that does not "obey the laws of the 
market" yet steeped via their training in the rhetoric of 
freedom of choice and individual fulfillment, teachers 
recurrently confront what Bourdieu and Passeron (1978, p. 66) 
call the "conditions most conducive to misrecognition of the 
objective truth of his (teacher's) task". Associated with 
this then is a somewhat marked sense of resignation towards 
the superimposition of bureaucratic control over education. 
If this is added to the undoubted emotional demands of the 
classroom, it becomes clear that a pervasive feeling of 
occupational dissatisfaction, even among those mose effective 
in the classroom, is common to teachers. This does not 
necessarily diminish the effectiveness of instruction but it 
does indicate that the collegial and professional aspirations 
of teachers are not in harmony with what the state education 
system has to offer. The informal socializing among teachers 
of the same sex and the same subject is used as a counter to 
these pressures. Where positive social relationships are 
encouraged by a principal they are usually welcomed as a 
bulwark to the otherwise impersonal dimensions of teaching. 
Despite the presence of stable routines, ordered 
expectations and general good temper, teachers remain very 
sensitive to the potential instability of staff-student 
relations. They thus retain an active commitment to authority 
norms and this dramatically sets off the role of teacher from 
that of student. The formality in the teaching role is 
extended into classroom instructional strategy where 
conventional expository teaching, comprising much verbal 
explanation and direction from the teacher, and a great deal of 
reception learning by the student, is the daily fare in the 
classroom. It is, in my judgment, too simplistic to dispose of 
these facets of teacher behaviour casually, as Edgar (19 80, 
p. 183) borrowing an idea from Bourdieu and Passeron, tends to 
do in using the term "symbolic violence". Teachers are 
certainly in a position to impose meanings as legitimate. It 
227 
does not necessarily follow that such meanings remain un-
scrutinized by teachers. Friendly but firm is not only the 
most obvious attitude displayed by teachers to students, it 
can also be an ideologically conscious attitude, as indicated 
by shifts in teachers' behaviour at about the end of Year 10. 
With Year 12 students, teacher attitudes incline more along 
axes towards friendship, in Year 10 more towards firmness and 
formality. 
In this study no exaggerated sex-based differences in 
teacher actions and opinions could be found. Structural 
differentiation and discrepancy in the numbers of men and women 
in key positions was usually explained as a historical 
phenomenon and modern teaching behaviour does not seem overtly 
concerned by or attentive to the pressures in society for 
equality of treatment in the sexes. Culturally accepted 
standards for boys and girls are still extant in school, show 
no sign of diminishing and, apart from the improved flexibility 
in subject offerings to boys and girls in fact are actively 
maintained by teachers. It seems true that teachers are 
basically conservative. As Bessant and Spaull (1976, p.181) 
point out "public service tradition" and "heavy doses of 
institutional inbreeding" tend to suppress the emergence of 
demands for sex-related reforms amongst populist-minded 
teachers. 
Teachers typically remain unconvinced of either arguments 
about, or prescriptions of classroom treatment for not 
differentiating students by ability. To most teachers, 
students are heterogeneous in ability, motivation and 
temperament. Comments and conversations are testimy to 
teacher belief that this is a living fact. As a consequence, 
they are perplexed by pressures to treat all students alike 
and wherever possible they create means by which 'true' 
student abilities can be honestly assessed. Nevertheless, 
whilst teachers are quite willing to make and to express, 
forceful private judgments about student ability, they 
organize classrooms to minimize differences, the notable 
exception to which everyone seems to concur is mathematics, 
and will frequently accede to general school policy and 
especially parent-wishes in the matter of 'streaming' students. 
If as Lacey (1976) suggests, that the process of different-
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iation is close to being a "universal" in schools, it is 
curious that teachers in recognizing such universality by 
their actions, fail to recognize what Apple and Weis (1985, 
p.46) call the "generation of consent from the governed". 
In this sense teachers are party to the education system's 
legitimation of its schools, in Apple and Weis ' (1985, p.46) 
terms, "internal working as meritocratic and as inexorably 
moving towards widespread social and economic justice". 
If teacher complicity in the academic differentiation of 
students is obscure in terms of social motives, more clarity 
can be ascertained in the individual conduct of teacher roles. 
The condition of pluralistic ignorance is very visible in 
teacher actions and verbalizations. Their subject specializ-
ation tends to be the dominant preoccupation and it is 
frequently used as a basis to judge other teachers' demeanour, 
the effectiveness of the educational system, and the 
organizational efficiency of the particular school. Teachers 
simply do not know much of what goes on in other subjects, or 
for that matter other staffrooms. The holders of classified 
positions are better off in their knowledge but the condition 
still persists. It tends to encourage criticism of aspects of 
schooling other than those of self and it contributes to a 
sectionalized and cliquish approach to teaching. It adds to 
the foibles that are very much part of the teaching profession 
but which have doubtful empirical basis. Foremost amongst 
these is the belief that smaller classes necessarily means more 
effective teaching. Second is the belief that long holidays 
are absolutely necessary to recharge drained emotional 
batteries. Third, is the persistent view that staff 
allocations are unfavourable to young and inexperienced 
teachers. Lastly, that learning problems are generally the 
fault of the learner and not the fault of the teaching. 
Finally, I shall comment on teachers' relationships with 
the custodians of their clients' interests, the parents and the 
community. High community expectations, and in this study 
strong community support for the school, increases the 
visibility of the teacher's role and adds to its dimensions. 
Teachers are sensitive to the significance of parent-teacher 
interviews, extra-curricular activities open to the public, and 
the shadowy influence of the P&C. Teachers are perhaps more 
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visible than they have ever been and, whilst acknowledging 
the right of the community to a say in the conduct of school 
affairs, prefer to keep lay involvement at a safe distance. 
Teachers do not generally feel that the public is knowledge-
able about schooling, and many are of the opinion that the 
school is being increasingly used as a dumping-ground for 
the problems of society. 
For the School 
Bidwell's (1972) assertion that the role structure of a 
school contains a fundamental dichotomy between student and 
staff roles is well illustrated in this research. Uniformity 
rather than diversity is a marked feature of the organization 
of state high schools in Queensland. This translates into a 
set of within-group student and staff perceptions which are 
remarkable given the vast distances in the state and regional 
variations in population, climate economy and topography. The 
centralized administration based in Brisbane, and filtered 
through regional offices, ensures that the legal-rational 
quality, and hence the formal 'appearance' of school structure 
remains the dominant one. 
State high schools are characterized by what they are not: 
neither totally bureaucratic nor totally despotic. Nor are 
they 'representative democracies'. All three elements of 
these organizational types are present in the schools surveyed 
in this research, but no one type is completely dominant. 
Actions sanctioned by legal-rational principles are the most 
dominant actions but there is sufficient dynamism and 
ambiguity in the singular classroom to prevent complete 
uniformity. 
In Queensland, the principal of a state high school has 
considerable discretionary power. This can be energized to 
modify the formality in school procedure, to encourage 
innovation, to promote participation and so forth. However, 
the system of line authority, a conspicuous feature of 
Australian public service organizations and endorsed in the 
promotional system of the Queensland Department of Education, 
ensures the continuity of Departmental policy downwards from 
the Director General and Assistant Directors, through the 
Inspectorate and Principals to teachers. The hierarchical 
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arrangement of staff positions is administratively rational 
and may be the source of a few problems within a school. 
However, it may be a source of tension between the school and 
sections of its external environment. There remains, for 
example, a gulf between teachers and the Inspectorate. 
For Hunt (1984, p.35) these "structures of control have 
been greatly increased with the growth in scale and complexity 
of systems of education" during the period 1950-1980's. The 
fundamental organizational problem for the Queensland state 
high school therefore is the pursuit of what Turner (1969, 
p.81) calls the "integrative bonds of the cultural norms of 
the school" in a manner meaningful to school incumbents, 
whilst demonstrating the "managerial ends" of centralized 
authority. 
There is pressure on schools to produce students 
sufficiently similar in educational attainments so as to re-
assure the lay community that equality of opportunity is 
being actively pursued. Schools seem increasingly sensitive 
to community and parental wishes but these have to be 
accommodated in ways which recognize public concern over 
education and yet which permit sufficient flexibility for the 
exercise of professional judgments by teaching staff. 
The Commonwealth Schools Commission (1982, p.27) may 
therefore be guilty of naivety in its comment that in the 
"culturally plural circumstances" of Australia it is surpris-
ing to find more organizational initiatives not happening. 
The tenor of this report and other recent documents (Collins, 
Fordham, Strand, 19 82) is heavily egalitarian and de-
regulational. However, as Elboim-Dror (1973, p.17) comments, 
schools are among the "clearest examples of organizations 
rendering compulsory public service which is considered to be 
good for the clients even if they do not know it or do not 
care for it". The organizational pattern of state high 
schools in Queensland indirectly acknowledges the principle 
that accountability is only partly a local, school concern. 
Vigorous extracurricular activities, school concerts, 
additional subject offerings in the curriculiam and so on may be 
seen as indicators of school success by the local community. 
However, the legal precepts of the Education Act 1964-74 
ensure that accountability in Queensland is to a public 
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constituency and for this reason academic achievement 
protocol, parental obligations and rights, the scope and 
nature of teacher duties, and student rights and 
responsibilities are written into the Act. Inevitably then 
school structure reflects this political circumscription of 
education. 
In addition, and following King (1973, p.64) I conclude 
on the basis of data produced in this study that while it is 
not possible to deny school activities as having subjective 
meaning it is "acceptable to suggest that bureaucratized 
activities, such as school rules, basically express fairly 
explicit face meanings". Thus, professional norms and 
standards in school, arising out of the collective and 
accumulated wisdom of the teaching profession, tend to super-
impose themselves upon and control the demands and wishes of 
the 'clients'. Student concerns are not allowed to dictate 
teaching styles, subject content, or school rules. 
Professionally endorsed standards act as a control on student 
variability and they also place limits around the 
idiosyncracies of particular teachers. There is a certain 
degree of autonomy in classrooms for both teachers and 
students but it seems generally subservient to professional 
standards. Similarly, whilst professional norms are the 
potential basis for collegial relations in school, the 
condition of collegiality itself remains elusive due to the 
social distance between teachers and the administrative 
apparatus of state education. 
For the Society 
The state high school system that Queensland society has 
produced and endorsed is large, complex, and overwhelmingly 
rational and expedient in its organization. The system has 
responded historically, and continues to adjust, to the demand 
for equality of opportunity. Appeals to government and 
political processes are the primary means, endorsed by the 
society, to realize equality of opportunity through education-
al practice. Community interest in, and recognition of 
education as implicated in the process of social mobility, is 
appropriated through the advisory and committee structure of 
the Department of Education and the statutory authorities whose 
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terms of reference include education. The highly centralized 
character of state education therefore shows no signs of 
weakening, though some devolvement of responsibility to 
regional offices contains the 'appearance' of change. 
Insofar as these features represent the visible 
corollaries of Pusey's (1980, p.50) higher administrative 
ideology. White's (1983, p.255) "state heteronomy" or Hunt's 
(1984, p.35) "structuresof control", state secondary education 
in Queensland continues as Fowler (19 79, p.54) suggests to try 
"to make progress without giving grave offence to established 
let alone, vested interests, and (thus) most of those in the 
educational world may be pleased for much of the time". 
Despite the regular appearance of review documents and 
enquiries into education in Queensland and elsewhere in 
Australia, it seems probable that dramatic change to existing 
arrangements for state secondary education would generate 
greater opposition than is currently seen when changes of the 
kind described in reports such as Education 2000 are proposed. 
Consequently, the centralization of authority, and the 
imperatives for fiscal efficiency and competent administration 
that this generates, ensures the propagation of uniform 
organizational procedures, conventional modes of teaching and 
learning, and a general resistance to innovation. On the other 
hand, radically institutionalized procedures in the matter of 
school based assessments disturb and illuminate the traditional 
patterns of schooling to the point where widespread community 
interest translates into anxiety, and confusion about the 
'experimental' character of the senior years in high schools. 
Society is indeterminate about its goals for state education. 
Many of the structures it has produced to deliver educational 
services represent an attempt to reduce the condition of 
indeterminacy, and to reassure itself that schooling is 
adequate, fair, and responsive to the changes in the social and 
economic fabric. It may be concluded that Queensland society 
fails to 'reassure' itself over educational matters for the 
paradox remains that a deeply conservative and highly 
formalized organizational structure with its roots in the 
nineteenth century presides over recurrent public questions that 
are themselves the product of the last quarter of the twentieth 
century. 
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I have now concluded my judgmental statements. In the 
next and final substantive section of this thesis I shall 
offer some suggestions for further research largely informed 
by the theoretical and conceptual orientations of this study. 
SUGGESTIONS FOR FURTHER RESEARCH 
In the preceding section of this Chapter I outlined some 
judgmental statements about the consequences of normative 
pressures on state secondary schools in Queensland. These 
judgmental statements were made within the limits set by the 
theoretical orientations of this study. In this final sub-
stantive section of the thesis, I shall make some further 
suggestions for research. These suggestions will be juxtaposed 
in two main ways, research into policy-related problems on the 
one hand and school matters on the other. I shall prefigure 
these suggestions by outlining the current dilemmas in the 
sociology of education, and the obligations that this study has 
demonstrated are resident in social theory. 
In a paper published from this research study (Murray, 
1982; p.27) I contended that deterministic assumptions of 
sociologists of education, assumptions largely propounding the 
position that socio-economic components in social structure 
determine relationships in institutions such as schools, had 
as a consequence the erosion of applied contexts from 
educational research. This view has been echoed in different 
ways by other commentators. For example. Barton and Walker 
(1978, p.269) following Meighan suggest the need for 
"continuing reappraisal of the advisability of adherence to 
any specific sociological forms in an examination of 
educational processes". Similarly, Delamont (1978, p.69), 
whilst acknowledging that a "rapprochement" between competing 
paradigms will be difficult, also comments that "studies of 
schools and classrooms have tended to neglect wider issues, 
but this will not be remedied by a flight into political 
economy". Finally, Musgrove (1979, p.193) in castigating the 
application of sociology to the theory and practice of 
eddcation, draws attention to "incompetent, or none-too-
scrupulous treatment of evidence either through cowardice in 
the face of fashion or perhaps unawareness that truth matters". 
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Given then the orientation of this study to the 
proposition that structuralist and interpretive paradigms 
need not be considered exclusive and irreconcilable, my 
suggestions for research reflect a concern to relate 
processes in schools and classrooms to wider social, and thus 
theoretical, problems and issues. 
Thus Queensland demonstrates a major need for a survey 
into the general public's knowledge of and confidence in, the 
system of school-based assessments. Also, wider studies into 
the increasing sectorization of the management operations of 
the Department of Education should be undertaken. Such studies 
need to stand in comparison with interactionist accounts of 
classroom life, a type of research little evidenced throughout 
Australia. Examples of the type of work that might usefully be 
undertaken include student responses to homework assignments 
set for Years 10, 11 and 12 students and teacher reasons for 
the number and type of these assignments. Studies into 
absolute school size may yield valuable information about the 
interpersonal qualities of school life, especially if pursued 
in tandem with enquiries into teachers' folkloric knowledge of 
class sizes. Parallel enquiries into the extent of teacher 
involvement in voluntary extra-curricular activity and their 
attitudes to restricted professionalism, given an apparent trend 
towards an increase in unionized thinking in teachers, would be 
useful. Alternative patterns of Year 10 and Year 11/12 subject 
bandings, within Board of Secondary School Studies guidelines, 
but developed by particular schools should be analysed to 
uncover the true extent of flexibility in the upper secondary 
school. Similarly the extent to which the School Record Card 
is used and its purposes for society should be scrutinized as 
part of more generalized studies into the aspirations and 
interests of school students. Transition-to-work and 
'alternative' courses for non-academic Year 11 retentees should 
be closely monitored for their sociological restructuring of 
the process of academic differentiation. This might best be 
done, given the variability statewide in such programs, on an 
inter-school comparative basis and attempting to control for 
the demographic characteristics of the students. 
Furthermore, if it is true as Blakers (1985, p.79) 
contends that "there appears to be substantial agreement in the 
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community that schools are failing to do their job adequately", 
enquiries into the apparent disjunction between community 
beliefs and the practices of educational decision-makers 
would help to clarify what schools are reported as doing with 
what the community thinks they should be doing. 
Also, certain evidence has emerged in this study to 
tentatively suggest differences in the responses of teachers 
and students to rural as compared with metropolitan schools. 
I would suggest the need for further accounts of rural school 
practices in particular. This research should also proceed in 
identifying the contextual problems faced by teachers and 
students in rural Queensland environments with the view to 
including these in conceptions of social motivation in schools. 
Two variables that clearly play a part here are the distances 
travelled/time taken by rural students in going to school, and 
the teacher transfer system. 
Finally, I would like to propose a need for school and 
education system studies that challenge the sociologist's 
models of man and render as problematic the orthodox assvimp-
tions of the content of schooling. That is, if schools are to 
be used as laboratories in which social theory is mentally 
crystallized, mismatches between sociological world-views and 
the views that normative structures require teachers and 
students to take should be seen as meaningful research findings. 
This would tend to temper current orthodoxies in socio-
educational research where enquiry is undertaken with the 
longer term view of top-down social engineering. Research that 
is sociologically reflexive may well adduce policy upwards from 
what Bates (1981, p.51) calls the "concrete social reality" of 
teachers and students experience of school life. 
I shall now conclude the thesis. 
CONCLUDING REMARKS 
In Chapter 5 I restated the central problem of this study 
and showed how the postulates elucidating the problem were 
arrived at, by summarizing the procedural steps in the thesis. 
In the perspective of the postulates I then reconsidered the 
original theoretical assumptions of the study. Keeping the 
revised assumptions in view I next proposed some judgmental 
statements on the consequences of normative constraints for 
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students, teachers, schools and society. Finally, keeping 
within the theoretical limits prescribed by this study I 
offered some suggestions for further research. I can there-
fore proceed to close this thesis with the following 
statement. 
The state high school in Queensland is a complete social 
system and many of its features are 'normal' in the sense that 
they can be found, sociologically, in any institution where 
large numbers of people are thrown together for a common 
purpose. The reality of a state high school is the reality 
of a conjunction between its purposes, the particular 
cultural features of Australian society, the personalities of 
the people who make up the membership of the school, and the 
emerging conditions of post-industrial Western society. The 
knowledge, beliefs, and behaviour that inhere in schools about 
schooling are an expression of this conjunction. It should 
not be thought that individual action and all that this 
entails is necessarily determined by existing social structures. 
It should however be acknowledged that thought, feeling and 
actions are influenced considerably by the objective conditions 
and limitations set by the institutions to which we are all to 
some degree, subservient. The Queensland state high school is 
one such institution. 
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PRIMARY OBSERVATION INSTRUMENT 
VENUE LOCATION GROUP/SUBJECTS. 
OBSERVATION NUMBER OBSERVATION NUMBER PER GROUP 
BEHAVIOURAL DESCRIPTOR - INSTRUMENTAL ACTION 
EVENT SEQUENCE 
1 I 
§ I 
I I 
i il 
n Ii 
BEHAVIOURAL DESCRIPTOR - EXPRESSIVE ACTION 
EVENT SEQUENCE 
1 1 
I * 
I i 
t ' § 
I IB 
BEHAVIOURAL DESCRIPTOR - NORMATIVE ACTION 
EVENT SEQUENCE 
CONTEXTUAL FEATURES 
DATE DURATION OBSERVER SIGNATURE 
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VARIABLE IDENTIFICATION PROFORMA (V.I.P. - TEACHERS) 
1| T- What is the purpose of teacher registration? 
I, What are the implications of the Rosba Scheme? 
|, Who/What determines educational objectives in Queensland? 
I. Who/What determines the content of education in 
Queensland? 
5. What is the purpose of the education department's 
Appraisement System? 
6. How would you describe the status of the subject you 
teach? 
7. What occupational rewards does the education system 
offer? 
8. What contribution can the teachers' union make to 
school practices? 
9. What are the consequences of a high rate of teacher 
turnover? 
10. How are different student abilities acknowledged in 
this school? 
ii) 1. Is education a state constitutional responsibility in 
Australia? 
2. Does the school curriculum unduly emphasize 'academic' 
subjects? 
3. Does the Parent and Citizen association influence 
school policy? 
k. What are the differences between rural and metropolitan 
high schools? 
5. In what way are you accountable to other poeple? 
6. Do the various groups/sectors in education department 
complement each other? 
7. Are women under-represented in senior positions in 
Australian schools? 
8. Are your colleagues professionally supportive? 
9. Are the staff in this school socially well-integrated? 
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10. How would you describe the organizational features 
of this school? 
iii) 1. What rules define corporal punishment in Queensland 
schools? 
2. Is schooling primarily a process of selection for the 
workforce? 
3. How is 'equality of opportunity' realized in this 
school? 
k. What is the function of the school inspector? 
5. How are resources obtained for your subject area? 
6. Is it true that the best teachers become administrators? 
7. How are important decisions made in this school? 
8. What are the sources of tension in everyday teaching? 
9. How valid is the class s-ize issue? 
10. What do you consider to be the 'plum' teaching job? 
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VARIABLE IDENTIFICATION PROFORMA (V.I.P. - PUPILS) 
t»: What is the Board of Secondary School Studies? 
I, What are the consequences of being absent from school? 
|» What qualifications must teachers obtain in order to teach? 
#, What factors influenced your choice of subjects? , 
5, What career aspirations do you have? 
i* How satisfactory is the subject range in this school? 
|« Is your subject teacher also the examiner for that subject? 
i., Do you receive sufficient individual attention from your 
'teachers? 
f» Do your parents take an active interest in your school work? 
ft. What is the School Record Card? 
11. What new subjects/skills should be included in school curriculum? 
12* What does the Parents and Citizens association do? 
13. What responsibilities do subject masters/mistresses have? 
,1^. What is the purpose of the prefectorial system? 
15. What are the rules for doing assignments and examinations? 
16. In what ways do students compete with each other? 
17. Do you have problems obtaining text-books? 
18. What positions have you reached in this school? 
19. What does the house system exist for? 
20. How do teachers acknowledge good work? 
21. What are the responsibi1ites of the senior mistress? 
22. What is the task of the student council? 
23. Why do you wear school uniform? 
2k. What does a form captain do? 
25. What problems do you contend with at school? 
24, How much time do you spend travelling to school each day? 
11. What social arrangements are made for students in this 
school? 
gir Who advised you in regard to subject selection in year 10? 
29. . What aspects of school do you enjoy most? 
30. Can you provide 3/^ examples of important school rules? 
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CONTENT ANALYSIS SCHEDULE 
SCRIPT : AUTHOR. 
IDENTIFIERS : TITLE . 
: PUBLISHER 
: CATALOGUE/INDEX NUMBER 
TRANSFORMATION INDICES 
—
 
—
 
—
 
—
>
>
>
>
—
 
X
 
X
 
X 
Social Norms 
Organizational Characteristics 
Teacher Attitudes/Values 
Pupil Attitudes/Values 
Teacher Expectations/Needs 
Pupil Expectations/Needs 
Community Expectations/Needs 
Authority in School 
Classroom Controls 
School Effects 
Senior School 
School Decision-Making 
TOTALS 
FREQUENCY OF OCCURRENCE 
DIRECT 
t 
; 
IDIOMATIC 
^ 
TOTALS 
INFERENCE POSSIBILITIES 
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LIST OF DOCUMENTS INCLUDED 
IN THE CONTENT ANALYSIS 
DOCUMENTS INCLUDED IN THE CONTENT ANALYSIS 269 
N.B. Many of these docunnents are available to the public. To fac i l i ta te 
location and ret r ieval I have included, where appropriate, the source 
repository for these docunnents plus the Queensland Department of 
Education (Infornnation and Publications Branch) catalogue number for each 
i tem. 
Ca t . N o . 
BS2.2.1 
BS2.2.4 
BS3.4 
BS6 
BS7.1 
BS7.2 
BS7.3 
B57.a 
BS7.5 
B512 
B515 
RE9 
Cat . N o . 
GS3 
GS8 
GS12 
Cat . N o . 
1P10 
1P11.21 
1P11.22 
1P11.26 
1P11.29 
1P11.37 
1P11.47 
1P11.48 
1P20.1 
B O A R D O F S E C O N D A R Y SCHOOL STUDIES D O C U M E N T S 
D r a f t Senior Syl labus in Engl ish 
D r a f t Senior Syl labuses in M a t h e m a t i c s 
Senior C e r t i f i c a t e - What does i t mean to the emp loye r? 
A R e v i e w of School Based Assessment in Queensland 
- the Scot t Repo r t (ROSBA) 
ROSBA Bu l l e t i n s , Vo l . 1, Nos. 1-4, 1981: Vo l . 2, Nos. 
1-3, 1982. 
School R e p o r t i n g 
School Work P rog ramme 
Assessm,ent Technigues and C r i t e r i a 
C u r r i c u l u r r and Re fe rence Test ing 
Membersh ip of the Board and i ts C o m m i t t e e s 
Handbook of A d m i n i s t r a t i v e Procedures 
Schools Under R a d f o r d 
A Pa ren t ' s Gu ide to ROSBA 
A Student ' s Guide to School Assessments (Year 10) 
The T e r t i a r y En t rance Score - An Ove rv iew 
The H o w , Why and What of the Te r t i a r y En t rance Score 
G U I D A N C E A N D SPECIAL E D U C A T I O N B R A N C H 
D O C U M E N T S 
Your N e x t Move - Think on i t . 
E n r o l m e n t s in State H igh Schools and Secondary D e p a r t m e n t s 
The School Reco rd C a r d 
I N F O R M A T I O N A N D P U B L I C A T I O N S B R A N C H 
D O C U M E N T S ( E X T R A C T S ) 
D i r e c t o r y of Queensland State Schools 
The C a m p b e l l Repo r t 
G i r l s , School and Society 
T r a n s i t i o n f r o m Secondary Educa t i on to E m p l o y m e n t 
Y o u t h Needs and Publ ic Po l i c ies 
C o m m u n i t y A t t i t u d e s to Educa t i on in Queensland 
Secondary Schools and t h e i r E f f e c t s on Students 
E d u c a t i o n of G i r l s in A u s t r a l i a n Schools 
C o r p o r a l Pun ishment in Queensland S ta te Schools 
CAT. NO, 
MD^. 1 
MD^.2 
MD^.3 
MD^.4 
PA I 
PS2.2 
PN3 
RE20 
5^ 
S8.1 
S8.2 
S8.3 
S15 
NFORMATION AND PUBLICATIONS BRANCH DOCUMENTS con't.. 
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Organization and Operation of Department of Education -
Overview 
Social Science Courses for Primary and Secondary -
Overvi ew 
Provision of State Secondary Education in Queensland 
Preparation and Authorization of Syllabuses 
On the Move - PCAP 
The Secondary Itinerant Teacher Service in S.W. Queensland 
Leaving School in Rural Queensland 
Non-Departmental Research in Queensland State Schools 
Handbook of Administrative Procedures in Secondary 
Schools 
What are the problems facing Secondary Education in 
Queensland? 
The Senior School - an area in need of urgent reform? 
Students and the Senior School 
Supervisory Role of the Subject Master -
MD1 
MD5.1 
MD5.2 
MD5.3 
MD5.^ 
QUEENSLAND GOVERNMENT PRINTING OFFICE DOCUMENTS 
The Education Act (with Amendments) ,196^-197^ 
Reports of the Parliamentary Select Committee on 
Education in Queensland (Ahern Report) 1979. 
First Interim Report 
Second Interim Report 
Third Interim Report 
Fourth Interim Report 
MD5.5 
MD5.6 
MD5.7 
' 
Fifth Interim Report 
Sixth Interim Report 
Final Report 
* 
EDUCATION DEPARTMENT DOCUMENTS 
Education in Queensland 
Grade 10 and Then? 
The Secondary Scene 
Work Experience in Secondary Schools 
A Student's Guide - How a T.E. Score is Derived 
Education Office Gazette Vol 78(1)1976; 80(1) -1978; 
83(10) 1981; 8^(1) 1982. 
271 
BOARD OF TEACHER EDUCATION DOCUMENTS 
• Teacher Registrat ion in Queensland, 1980. 
• Annual Report, 1980. 
• Secondary Schools and the World of Work, 1981. 
AUSTRALIAN GOVERNMENT PUBLISHING SERVICE DOCUMENTS 
Education, Training and Employment. Report of the Commit tee of Enquiry 
into Education and Training, 4 volumes, 1979. (The Will iams Report). 
Australian Students and Their Schools. Canberra: Commonwealth Schools 
Commission, 1979. 
National Enquiry into Teacher Education (The Auchmuty Report ) . Canberra: 
Australian Government Publishing Service, 1980. 
Report for the Triennium - 1982/84 . Canberra: Commonwealth Schools 
Commission, 1981. 
DOCUMENTS - SAMPLE SCHOOLS A AND B 
A State High School - Staff Handbook, 1982. 
A State High school Parent-Teacher Evening Program, 29/4/1982. 
A State High School Newsletter - Monthly, 1982. 
A State High School Prospectus, 1982. 
B State High School Course Information Booklet Years 8, 9, 10. 
B State High School Course Information Booklet Years 11, 12. 
B State High School Role of Teacher Librar ian 
B State High School Newsletters Monthly, 1982. 
B State High School Prospectus, 1982. 
B State High School Reflect ions - Annual Magazine, 1981, 
B State High School Work Experience Folder, 1982. 
RELEVANT ADDRESSES 
Board of Secondary School Studies, 
1st Floor Safety House, 
445 Upper Edward Street, 
BRISBANE, QLD. 4000. 
Queensland Government Pr inter , 
G.P.O. Box 680, 
BRISBANE, QLD. 4001. 
Information and Publications Branch - Queensland Department of Education, 
G.P.O. Box 33, 
North Quay, 
BRISBANE, QLD. 4001. 
Board of Teacher Education, 
9th Floor Sherwood House, 
39 Sherwood Road, 
TOOWONG, QLD. 4066. 
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FORM LMT - 1983 
SCHOOL SYSTEM OPINION INVENTORY 
TEACHER FORM 
A Survey of Views about Aspects of School Life 
in Queensland State Secondary Schools 
1. This inventory provides an opportunity for teachers currently working in Queensland State 
Secondary Schools to give their opinion about various aspects of school life. 
2. If the community is to improve its understanding of the problems and prospects confronting 
schools, it is vital that they should know the views of practising teachers. 
3. In this inventory you will find statements about school life that have been derived from sample 
studies previously conducted in Queensland Schools. Please read each statement carefully and 
indicate your agreement or disagreement. 
4. Complete confidentiality will be maintained, no attempt to identify particular individuals will be 
made. 
/ would like to take this opportunity 
to thank you in advance for your 
cooperation and interest. 
SECTION A 
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You will find below a number of statements that have been derived from information 
provided by teachers in sample State Schools in Queensland. Please indicate your 
i^ reement or disagreement with these statements by ticking one of the boxes on the 
right-hand side of the page. 
1. Teachers in State Secondary schools are best thought of as public servants 
working in a special kind of service organization. 
2. Corporal punishment should be retained in Queensland State Secondary 
Schools. 
3. Compulsory Teacher Registration in Queensland represents unnecessary 
interference in selection for entry to the teaching profession. 
4. ROSBA (Review of School Based Assessments) is likely to benefit the 
community by making teachers more responsible for their actions. 
5. Transition education activities such as S.T.E.P. (Secondary Transition 
Education Project) are an adequate response to the problems faced by those 
students soon to leave school. 
6. Schools are poorly oiiganized to deal with the increasing numbers of students 
returning to commence Grade 11 studies. 
7. Religious instruction should be a compulsory component of the curriculum in 
state high schools. 
8. Pressure groups have a disproportionate influence on the educational process 
in state schools. 
9. Parents and Citizens Associations should be more directly involved in the 
formulation of school policy. 
10. There is a lack of certainty in the goals of secondary education. 
11. The professional development of teachers is hindered rather than helped by the 
involvement by combined organizations such as QINSEC (Queensland 
In-Service Education Committee). 
12. Student achievement in school is significantly related to the home background 
ofstudents. 
13. To be a judge of a teacher's effectiveness in the classroom is a legitimate role for 
school inspectors. 
14. The Appraisement System is successful i n locating and employing the best 
people for particular jobs. 
15. Demands for efficient and measurable teaching practices are increasingly 
emphasized in Queensland Education Department documents and procedures. 
strongly agree 
agree ' 
disagree 
strongly disagree 
D D D D 
1 2 3 4 
D D D D 
1 2 3 4 
D D D D 
1 2 3 4 
D D D D 
1 2 3 4 
D D D D 
1 2 3 4 
D D D D 
1 2 3 4 
D D D D 
1 2 3 4 
D D D D 
1 2 3 4 
D D D D 
1 2 3 4 
D D D D 
1 2 3 4 
D D D D 
1 2 3 4 
D D D D 
1 2 3 4 
D D D D 
1 2 3 4 
D D D D 
1 2 3 4 
D D D D 
(1:10) 
(1:11) 
(1:12) 
(1:13) 
(1:14) 
(1:15) 
(1:16) 
(1:17) 
(1:18) 
(1:19) 
(1:20) 
(1:21? 
0:22) 
(1:«) 
1 2 3 4 (1:24) 
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16. Subjects such as Maths and English are typically accorded different amounts of 
prestige by teachers. 
17. Availability of limited funds for material resources in school tends to produce 
competition between subject-area groups. 
18. Teachers of one subject rarely gain the confidence and loyalty of teachers of 
other subjects. 
19. Teachers must continue to apply for positions that involve diminished contact 
with classroom teaching if they are to maintain satisfaction in their jobs. 
20. The recent class size issue was pursued in an appropriate manner by the 
Teachers' Union. 
21. Equitable representation of men and women in senior positions in the 
education service is desirable. 
22. Policies for particular schools should be established through collegial 
participation in decision making by the whole school staff. 
23. The discretionary power accorded to the Principal in state schools is necessary 
for ensuring that teachers carry out their duties responsibly. 
24. Teachers in state schools are held in high regard by members of the public. 
25. The 'student guidance' responsibilities of teachers are often in conflict with the 
'student assessment' responsibilities. 
26. Before being given a promotional position a teacher should "serve his/her time" 
in country schools. 
27. The 'plum' teaching job in secondary schools is teaching high-achieving Grade 
12 students in one's own subject. 
28. As a general rule, the total student enrolment ih a state high school should not 
exceed 700. 
29. Whilst most teachers prefer to teach able and achieving students there is 
pressure to treat all students as if they were of comparable ability. 
30. Differentiating subjects on the basis of complexity (e.g. advanced, ordinary, 
general mathematics) is an appropriately practical response to different student 
abilities. 
strongly agree 
agree 
disagree 
strongly disagree 
n n n n 
1 2 3 4 
n n n n 
1 2 3 4 
n n n n 
1 2 3 4 
n n n n 
1 2 3 4 
n n n n 
1 2 3 4 
n n n n 
1 2 3 4 
n n n n 
1 2 3 4 
n n n n 
1 2 3 4 
n n n n 
1 2 3 4 
n n n n 
1 2 3 4 
n n n n 
1 a 3 4 
n n n n 
1 2 3 4 
n n n n 
1 2 3 4 
n n n n 
1 2 3 4 
n n n n 
1 2 3 4 
(1:25) 
(1:26) 
(1:27) 
(1:28) 
(li29) 
(1:30) 
(1:31) 
(1:32) 
(1:33) 
(1:34) 
(1:35) 
(1:36) 
(1:37) 
(1:38) 
(1:39) 
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31. The idea that teachers are a group of'autonomous professionals' is a myth. 
32. Decisions about appropriate ways of disciplining students in schools should be 
the prerogative of teachers. 
33. Political influences on the employment conditions of teachers are likely to 
increase in the future. 
34. A system of school based assessments for Year 12 students is more satisfactory 
than a system of externally set and marked examinations. 
35. The Queensland state high school is generally successful in satisfying the needs 
and aspirations ofstudents. 
36. Grade 11 and 12 students should not be compelled to wear school uniform. 
37. A clear and common set of values should be taught in every Queensland state 
high school. 
38. Public speculation about educational activities is frequently ill-informed. 
39. In a democracy, parents should have the right to have their children educated 
according to their consciences. 
40. The content of the subjects I teach is frequently subject to scrutiny, challenge, 
change. 
41. Short in-service courses frequently fail to meet the needs and aspirations of 
teachers. 
42. Students enrolled in rural high schools typically enjoy more stable domestic 
environments than their city counterparts. 
43. A regular, independent assessment of teacher competence is vital if the 
credibility of the teaching profession is to be maintained. 
44. Appraisement is based upon a professional concern for the welfare and progress 
of teachers. 
45. The school day is now so cluttered that it is very difficult for teachers to engage 
in systematic lesson preparation. 
strongly agree 
agree 
disagree 
strongly disagree 
D D D D 
1 2 3 4 
D D n D 
1 2 3 4 
D D D D 
1 2 3 4 
D D D D 
1 2 3 4 
D D D D 
1 2 3 4 
D D D D 
1 2 3 4 
D D D D 
1 2 3 4 
D D D D 
1 2 3 4 
D D D D 
1 2 3 4 
D D D D 
1 2 3 4 
D D D n 
1 2 3 4 
D D D D 
1 2 3 4 
D D D D 
1 2 3 4-
D D D D 
1 2 3 4 
D D D D 
1 2 3 4 
(1:40) 
(1:41) 
(1:42) 
(1:43) 
(1:44) 
(1:45) 
(1:46) 
(1:47) 
(1:48) 
(1:49) 
(1:50) 
(1:51) 
(1:52) 
(1:53) 
(1:54) 
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strongly agree 
agree 
disagree 
strongly disagree 
46. It is generally true to say that the worth and nature of the subjects I teach are not 
readily comprehended by people external to the subject. 
47. At staff meetings and in-service workshops I often find myself acting as an 
advocate for my subject. 
48. Teachers in state high schools consider themselves superior to teachers in 'high 
tops' (secondary departments). 
49. Material rewards such as more money and smaller classes are more highly 
valued than symbolic rewards associated with effective classroom teaching. 
50. Direct industrial action by teachers is usually necessary to bring about desired 
change in education. 
51. Schools, like other social institutions, should be active in bringing about 
decreases in distinctions between the social roles of boys and girls, men and 
women. 
52. The administrative apparatus of state education in Queensland is needlessly 
centralized. 
53. Ancilliary duties such as playground supervision are not taken very seriously 
by teachers. 
54. Most teachers are genuinely interested in the welfare of their students. 
5 5. Teacher-student relationships in school are seldom fully harmonious. 
56. There is no reason why loyalty to a particular school should be compromised 
by the teacher transfer system. 
57. Younger, less experienced teachers are frequently allotted to the more difficult 
Grade 8 and 9 classes. 
58. Smaller classes in smaller schools would enable teachers to more effectively 
cope with the day-to-day demands of schooling. 
59. A significant emphasis in educational circles is that teachers should teach 
students without recourse to grouping on the basis of ability. 
60. Students have more difficulty in studying Mathematics than they do English. 
n n 
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n n 
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n n 
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n n 
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n n 
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4 
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(1:56) 
(1:57) 
(1:58) 
(1:59) 
(1:60) 
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(1:65) 
(1:66) 
(1:67) 
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Now, to help us to classify your answers statistically, may I ask you a few questions 
about yourself and your background. 
1. What is your age? 
2. What is your sex? 
3. What is your marital status? 
4. If you are married, do you have children? 
5. What is your religion? 
6. How many years have you been teaching? 
7. How many years have you been teaching at this school? 
8. What type of school are you currently teaching in? 
9. Have you taught in Brisbane High Schools? 
10. What position do you currently hold in this school? 
Under 25 (1) 
26 - 35 (2) 
36 - 45 (3) 
46 + (4) 
Male (1) 
Female (2) 
Married (1) 
Single (2) 
11. Do you have any pastoral care responsibilities such as 
Form Teacher or House Coordinator? 
Yes (1) 
No (2) 
None (1) 
Christian (2) 
Other (specify) (3) 
Under 1 year (1) 
2 - 3 years (2) 
3 — 4 years (3) 
5 years (4) 
5 years + (5) 
Under 1 year (1) 
Second year (2) 
Third year (3) 
Over 3 years (4) 
Grade 1 High School (1) 
Grade 2 High School (2) 
Secondary Department (3) 
Yes (1) 
No (2) 
Principal (1) 
Deputy Principal (2) 
Senior Mistress (3) 
Subject Master/Mistress (4) 
Teacher (5) 
Other (specify) (6) 
Yes (1) 
No (2) 
D 
D 
D 
D 
D 
D 
D 
D 
n 
D 
D 
D 
D 
D 
D 
D 
D 
D 
D 
D 
D 
D 
n 
D 
D 
D 
D 
D 
D 
D 
D 
D 
D 
• 
(1:70) 
(1:71) 
(1:72) 
(1:73) 
(1:74) 
(1:75) 
(1:76) 
(1:77) 
(1:78) 
(1:79) 
(1:80) 
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12. What subject(s) do you mainly teach at this school? 
13. What subject(s) would you prefer to teach at this school? 
English (01) 
Mathematics (02) 
Social Sciences (03) 
Science (04) 
Commercial (05) 
Art (06) 
Music (07) 
Manual Arts (08) 
Home Economics (09) 
Physical Education (10) 
English (01) 
Mathematics (02) 
Social Sciences (03) 
Science (04) 
Commercial (05) 
Art (06) 
Music (07) 
Manual Arts (08) 
Home Economics (09) 
Physical Education (10) 
n 
n 
n 
n 
n 
n 
n 
n 
n 
n 
n 
n 
n 
n 
n 
n 
n 
n 
n 
n 
(2:10,11) 
(2:12,13) 
(2:14,15) 
(2:16,17) 
(2:18,19) 
(2:20,21) 
(2:22,23) 
(2:24,25) 
(2:26,27) 
(2:28,29) 
(2:30,31) 
(2:32,33) 
(2:34,35) 
(2:36,37) 
(2:38,39) 
(2:40,41) 
(2:42,43) 
(2:44,45) 
(2:46,47) 
(2:48,49) 
14. Do you consider yourself to be appropriately qualified in 
the subjects you mainly teach at this school? 
15. What is the highest qualification you have obtained? 
16. Please indicate the location of the Institution at which you 
gained your highest qualification. 
Yes (1) n 
Partly (2) n 
No (3) n 
Higher Degree (1) I I 
Degree (2) H 
3 year Teaching Certificate/Diploma (3) I I 
2 year Teaching Certificate/Diploma (4) I I 
Other (specify) (5) H 
n 
n 
n 
n 
n 
n 
17. If you have teaching experience in schools outside 
Queensland, please indicate where this experience was 
gained. 
University/Queensland (1) 
University/Interstate (2) 
University/Overseas (3) 
College/Queensland (4) 
College/Interstate (5) 
College/Overseas (6) 
Schools/Interstate (1) 
Schools/Ovetseas (2) 
n 
n 
(2:50) 
(2:51) 
(2:52) 
(2:53) 
18. What percentage (approximate) of your time is spent 
teaching the following grades? 
Grade 8 
Grade 9 
Grade 10 
Grade 11 
Grade 12 
under 20% (1) L j 
20 - 50% (2) n 
over 50% (3) IZl 
under 20% (1) 
20 - 50% (2) 
over 50% (3) 
under 20% (1) 
20 - 50% (2) 
over 50% (3) 
D 
D 
D 
• 
D 
D 
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(2:54) 
(2:55) 
(2:56) 
under 20% (1) Ul 
20 - 50% (2) n 
over 50% (3) L J (2:57) 
under 20% (1) CU 
20 - 50% (2) c n 
over 50% (3) L J (2:58) 
19. Which grade would you most prefer to teach? (select one) Grade 8 (1 
Grade 9 (2 
Grade 10 (3 
Grade 11 (4; 
Grade 12 (S; 
D 
D 
D 
D 
D (2:59) 
please continue over 
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SECTION C 
This section is optional — you do not have to complete it. However, any additional information you 
can give will be most welcome. 
1. If there are additional comments that you would like to make about items 1 — 60 in Section A of 
this inventory, please use the space below. 
This research focuses upon the constraints on teaching and learning in Queensland State 
Secondary Schools. It would be most useful if you could speciflcally identify those features of 
school life that make your teaching and related responsibilities perhaps more difficult than they 
might otherwise be. 
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FORM LMP - 1982 
SCHOOL SYSTEM OPINION INVENTORY 
STUDENTFORM 
A Survey of Views about Aspects of School Life 
in Queensland State Secondary Schools 
1. This questionnaire provides an opportunity for students currently enrolled in Queensland State 
Secondary Schools to give their opinion about various aspects of school life. 
2. If the community is to improve its understanding of prospects and problems for young men and 
women in State Secondary Schools it is very important that they should know the opinions of 
young people at school. 
3. In the questionnaire you will find statements that have been made about school life by students 
similar to yourself. 
4. Please read each statement carefully and indicate your agreement or disagreement. 
5. Usually this will be possible for each statement considers aspects of school life that will be 
recognisable to you. 
6. Complete confidentiality will be maintained, no attempt to identify individuals will be made. 
/ would like lo lake llii.s opiioriunily 
to thank you in advamce for your 
cooperation and interest. 
SECTION A 
283 
You will find below a number of statements that have been made about school life by 
students of similar age and background as yourself. Please indicate your agreement or 
disagreement with these statements by ticking one of the boxes on the right-hand side of 
the page. 
strongly agree 
agree 
disuKrec 
strongly disagree 
1. A secondary school education is worth all ihc lime and efTbrl it requires. 
2. Corporal punishment is not an appropriate punishrnent for students who 
commit breaches of school rules. 
} . School is aplace where students learn to obey rules made by adults. 
4. Maintaining an attitude of concentration and interest towards schoolwork is 
dilTicult for students. 
5. Work experience programmes in school make a valuable contribution to a 
student's ability to find a job after leaving school. 
6. Success in adult life is dependent on achievement at school. 
7. Teachers should carefully explain dilTicull problems to students before they 
work on them loo long and become discouraged. 
8. Most teachers assign marks lo a student's schoolwork in a fair and reasonable 
way. 
9. When I experience difficulty with my homework my parents make an ellbrl lo 
assist me. 
10. Asa school subject, science is more difficult to understand than history. 
11. Extracurricular activities in school such assport.dchates, drama, dances, are 
just as important as ordinary school suhjecls. 
12. Long bus trips to school are boring and bad for the physical and mental health 
ofstudents. 
\i. Gelling students lo make their own individual study decisions is the best way of 
organizing subject studies in school. 
14. The decisions of prefects/sUidenl leaders in school are not taken seriously by 
other sUidcnts. 
I.V Students lind il clilli. ill lo keep up with classwork and homework 
requirements. 
D D D D 
D D D D 
1 2 3 4 
D D D D 
1 2 3 4 
D D D D 
1 2 3 4 
a D D D 
I 2 3 4 
D D D D 
1 2 3 4 
D D D D 
I 2 3 . 4 
n D D D 
D D D D 
1 2 3 4 
D D D D 
1 2 3 4 
D D D D 
1 2 3 4 
D D D D 
1 2 3 4 
D D D D 
1 2 3 4 
D D D D 
1 2 1 4 
D D D D 
(1:10) 
(1:11) 
(1:12) 
(1:13) 
(1:14) 
(1:1.'^ ) 
(1:1(1) 
(1:17) 
(1:|8) 
(1:19) 
(1:20) 
(1:21) 
(1:22) 
(1:23) 
(I-.24) 
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16. Subjects such as mathematics and science are regarded by students as subjects 
that the 'top' students study. 
17. Friends tend to stick together in and out of class and to help each other when 
school work gets difficult. 
18. Students must learn to do difficult tasks in secondary school if they wish to 
succeed in later life. 
19. Those students who become School Captain or 'Dux' set an example that is 
difficult to live up to. 
20. It is more important at school for girls and boys to be liked and accepted by 
their friends than it is for them to get along with their teachers. 
21. Boys and girls should have the same opportunities in school especially In regard 
to choosing practical subjects such as manual arts or home economics. 
22. Criticism ofstudents by teachers is more effective for obtaining the desired 
behaviour than criticism ofstudents by other students of similar age. 
23. Positions of student responsibility, such as Form Captain, are not attractive for 
there is little useful work to do in such jobs. 
24. At school, the wearing of school uniform is more important than dressing for 
personal comfort. 
25. Teachers seldom get annoyed when students disagree with them during 
classroom discussion. 
26. Teachers should permit a great deal of freedom in the way they permit boys and 
girls to address them. 
27. When asked to do things in class students take as much notice of the attitude of 
class-mates as they do of teacher intentions. 
28. Being grouped according lo ability damages the self-confidence of many boys 
and girls. 
29. Dividing subjects on the basis of difficulty (such as advanced, ordinary, general 
mathematics) is a good way to cater for students of different ability. 
30. Punctuality is seen as a virtue in school but the emphasis on it varies from 
teacher to teacher. 
strongly agree 
agree 
disagree 
strongly disagree 
n n n n 
1 2 3 4 
n n n n 
1 2 3 4 
n n n n 
1 2 3 4 
n n n n 
1 2 3 4 
n n n n 
1 2 .( 4 
n n n n 
1 2 3 4 
n n n n 
1 2 3 4 
n n n n 
1 2 3 4 
n n n n 
1 2 3 4 
n n n n 
1 2 3 4 
n n n n 
1 2 3 4 
n n n n 
1 2 3 4 
n n n n 
1 2 3 4 
n n n n 
1 2 3 4 
n n n ^ 
1 2 3 4 
(1:25) 
(1:26) 
(1:27) 
(1:28) 
(1:29) 
(1:30) 
(1:31) 
(1:32) 
(1:33) 
(1.34) 
(1:35) 
(1:36) 
(1:37) 
(1:38) 
(1:39) 
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strongly agree 
agree 
difiaKroi-
strongly disagree 
31. The compulsory attendance requirement of school is in the best interests of 
young people. 
32. Discipline in secondary school should be left almost entirely to the student. 
33. One effect of school rules is that students quickly find out what particular 
teachers will let them get away with. 
34. Trying to achieve good results in subjects takes up most of a student's time in 
school. 
35. Future job considerations influenced my choice of the subjects that I currently 
study in school. 
36. Knowledge gained in secondary school is essential for any kind of adult work a 
student may wish to pursue. 
37. It is hard to see the practical value of some school subjects because the content 
is not clear and does not relate to everyday life. 
38. Expert people outside the school are more able than my own teachers to 
compile marks and ratings for my schoolwork. 
39. The subjects I selected in year 10 are in line with what my patents wished me to 
study. 
40. It is harderto get a high mark in mathematics than it is ih english. 
41. Restrictions on subject choice tend to upset students. 
42. Studying in a Brisbane secondary school is likely to be more satisfactory than 
studying in a secondary school in a rural area. 
43. It is very important that students should be able to get individual attention from 
teachers when it is needed. 
44. Student friendships get in the way when teachers ask students to become 
Prefects or student leaders. 
45. Homework assignments and tests spaced out evenly through the school year is a 
better system than a single examination in each subject at the end of the year. 
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(1:49) 
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1 2 3 4 (1:54) 
46. English is the sort of subject that most students can do well at. 
47. School is an important place for making and meeting friends. 
48. Students who are continually late for lessons should be compelled to make up 
time so as to learn the habit of being on time when they grow older. 
49. Competition between students and student groups is more obvious on the 
sportsficld than it is in the classroom. 
50. Sludcnt-lo-studcnt relationships in class are more important than 
teacher-to-student relationships. 
51. It is unfair for schools which offer vocational training to limit the enrolment of 
girls in favour of boys. 
52. Parents should not dictate to secondary school students as to when and how 
much they must study. 
53. A school council composed ofelected student members and which can advise 
school principals about student interests is not likely to be effective. 
54. There is a lot of student opposition to the wearing of uniform in school. 
55. As students get older teachers become friendlier to them and take more interest 
in their progress. 
56. When personal problems arise during schoolwork it is very difficult to talk to 
teachers about them. 
57. It is more important for students to learn lo work together cooperatively than it 
is for them to learn how lo compete. 
58. Those students who achieve high marks regularly, lend to get more help and 
attention from the teacher. 
59. More flexibility in subject groupings in school would be welcomed by most 
students. 
60. The enforcement of school rules results mainly in satisfaction for those who 
make and enforce the rules. 
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strongly agree 
agree 
disagree 
strongly disagree 
(1:55) 
(1:56) 
(1:57) 
n n n n 
1 2 3 4 
n n n n 
1 2 3 4 
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1 2 3 4 
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n n n n 
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Now, to help us to classify your answers statistically, may I ask you a few questions 
about yourself and your background. 
I. What is your current grade/year level? 
2. What is your sex? 
3. If Grade 10, what type of mathematics do you study? 
4. If Grade 12, what type of mathematics do you study? 
5. If Grade 10, do you plan to leave school at the end of this 
year? 
6. If Grade 12, do you plan to go onto further education 
(College/University etc.) at the end of this year? 
7. IfGrade 10 and intending lo leave at the end of this year, 
will you return to school lo do Grade 11 if you are unable 
lo find a job? 
8. During this year, how much time have you given to 
thinking about getting a job once you leave school? 
9. Do you have a clear idea of the job you would like to do 
once you leave school? 
10. If yes to question 9, could you describe the type of job it 
v/iWhtT (Select one) 
Year 10 
Year 12 
Male 
Female 
Advanced 
Ordinary 
General 
None 
None 
Maths 1 
Maths 11 
Social Maths 
Practical Maths 
Yes 
No 
Yes 
No 
Yes 
No 
a lot 
some 
not much 
Yes 
No 
Skilled Trade 
Unskilled Manual 
Shop/Oflice Work 
Armed Services 
Skilled Agricultural 
Unskilled Agricultural 
Semi-professional 
(Teaching, Nursing, etc.) 
Professional 
(Law, Medicine, etc.) 
D 
I I (1:70) 
D 
1 I (1:71) 
D 
D 
D 
I 1 (1:72) 
D 
n 
n 
n 
I I (1:73,76) 
D 
I 1 (1:77) 
D 
1 I (1:78) 
D 
I I (1:79) 
D 
D 
I I (1:80) 
D 
I I (2:10) 
D 
D 
D 
D 
D 
D 
D 
D (2:11) 
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11. Could you describe the type of work the 'breadwinner in 
your home life does? ('Breadwinner' is the person who 
brings a regular income into the household and is usually, 
but not always. Father or Mother.) 
12. Wouldyouagreelhalasludent leaving school in 1982 is 
likely lo find il much more difficult lo get a job than say, 
students who left school 5 years ago? 
13. Approximately how far is your home from school? 
14. If you travel to school by bus how long does il take to get 
from home lo school? 
15. How many years have you been al this school? 
16. Approximately how much time do you spend on 
homework each evening? 
17. Of the following, what do you consider to be the two most 
difficult subjects you study? 
Skilled Trade (1 
Unskilled Manual (2 
Shop/QfficeWork (3 
Armed Services (4 
Skilled Agricultural (5 
Unskilled Agricultural (6 
Semi-professional 
(Teaching, Nursing, etc.) (7 
Professional 
(Law, Medicine, etc.) (8 
Yes (I 
No (2; 
Under5 km. (I 
5-10 km. (2 
10-15 km. (3 
15-20kr , . (4 
over20 km. (5 
uplo 15 minutes (I 
15—30 minutes (2 
30—45 minutes (3 
45—60 minutes (4 
over60minutes (5 
1 year or less (1 
2 years (2 
3 years (3 
4 years (4 
5 yrars (5 
under I hour (I 
1 — 1.5 hours (2 
1.5—2 hours (3 
over 2 hours (4 
Mathematics (01 
Science (02 
English (OJ 
Social Sciences (04 
Manual ^rts (C. 
Home Econoniics »J6 
Physical F.ducatioi (07 
A l l ;0K 
Music (09 
Commercial (10 
n 
n 
n 
n 
n 
n 
n 
n 
n 
n 
n 
n 
n 
n 
n 
n 
n 
n 
n 
n 
n 
n 
n 
n 
D 
n 
n 
n 
n p 
G 
n 
n 
n 
n 
n 
n 
(2:12) 
(2:13) 
(2:14) 
(2:15) 
(2:16) 
(2:17) 
(2:18,19) 
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18. Of the following, which two subjects do you consider to be 
the most useful? ('useful' in terms of practical relevance to 
life outside school) 
19. Have you participated in a work experience programme 
during your secondary school career? 
20. Have you held a post of responsibility during your 
secondary school career such as Form Captain, Roll 
Monitor or Prefect? 
21. What type of school are you currently enrolled in? 
Mathematics (01 
Science (02 
English (03 
Social Sciences (04 
Manual Arts (05 
Home Economics (06 
Physical Education (07 
Art (08 
Music (09 
Commercial (10^  
Yes (1 
No (2 
Yes (I 
No C^  
State High School (I 
High Top/Secondary Dept. (2 
D 
D 
D 
n 
D 
D 
D 
D 
D 
D 
D 
D 
O 
D 
D 
D 
(2:20,21) 
(2:22) 
(2:23) 
(2:24) 
Please continue over 
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SECTION C 
This section is optional — you do not have to complete it. However, any additional information you 
can give will be most welcome. 
Are there any aspects of school life that you particularly like? 
i) 
n) 
iii) 
Are there any aspects of school life that you particularly dislike? 
ii) 
iii) 
Are there additional comments that you would like to make about any of the statements 1 — 60 in 
Section A of this Opinion Inventory? 
i) 
ii) ' 
Ill 
i 
APPENDIX F 
LIST OF SPECIALIST INTERVIEW PARTICIPANTS 
AND INTERVIEW SCHEDULES 
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1 Parents and Presidents of P&Cs (9) 
2 Darling Downs Region - Divisional Guidance Officer 
3 Darling Downs Region - Inspector of Secondary 
Schools 
4 Executive Officer - Board of Secondary School 
Studies 
.5 Research Officer - Queensland Teachers Union 
f Shire Clerk - Pittsworth 
1 Shire Clerk - Jondaryan 
5 District Moderator - English 
I District Moderator - Mathematics 
10 Executive Officer - Board of Teacher Education 
II Executive Officer - Secondary Transition Education 
Project 
12 Queensland Inservice Education Committee (QINSEC) 
Parent/School Consultant 
DIRECTED INTERVIEW SCHEDULE 
With: Parent 
292 
1. Do you consider the school experience of your children to be a 
sat isfactory experience? 
2, Vyhat aspects of schooling do your children talk most about at home? 
3. Do schools communicate adequately to parents about the progress of 
students? 
4. Should parents have a more direct input into the content of schooling? 
5. Are teachers suf f ic ient ly professional in their work? 
6. Some people suggest that state schools are unnecessarily author i tar ian. 
Do vou agree? 
7. What is your opinion about the wearing of school uniform? 
8. What is your at t i tude towards corporal punishment? 
9. Does the school pay suff ic ient at tent ion to the development of positive 
at t i tudes and values in students? 
10. How meaningful is the content of the schoolwork that your children 
study? 
11. In senior years in high school, student academic progress is monitored 
according to a system of school based assessments. Do you understand 
this system? 
12. Should chi ldren be taught according to abi l i ty in school? 
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DIRECTED INTERVIEW SCHEDULE 
With; Divisional Guidance Office/Darling Downs Region 
1. What are the major problems that you deal w i th at state high schools in 
the region? 
2. Can the source of those problems be traced to the individual, the school, 
the wider society? 
3. How alike are schools in terms of the problems they present to you? 
a. How ef fect ive ly in your judgement are teachers catering for the 
educational needs of young adolescents? 
5. Do you detect signif icant differences in the att i tudes and beliefs of 
Year 10 students as compared w i th Year 12 students? 
6. Are parents suf f ic ient ly cognizant of what goes on in a secondary 
school? 
7. How true is i t that teachers are increasingly diverted f rom their 
professional responsibilit ies by preoccupations wi th industrial matters? 
8. To what extent are guidance off icers accepted in school by regular 
teachers? 
9. What adjustments need to be made to the curr iculum for Year 1 0 - 1 2 
students in state high schools? 
10. What adjustments need to be made to the Guidance Systen to improve 
the gual i ty of the service? 
DIRECTED INTERVIEW SCHEDULE 294 
With: Darling Downs Regional Inspector - Secondary Schools 
1. Are the goals of secondary education becoming more or less certain? 
2. What are the most pressing problems confront ing teachers of senior 
students (Years 10/11/12) in state secondary schools? 
3. What are the most pressing curr iculum needs for Year 10 to 12 
students? 
4. The educational year seems to be fu l l of projects (CUE, PAC, STEP) that 
bear l i t t l e relationship to each other. Is the Department of Education 
In e f fect ive control of these ini t iat ives? 
5. Do teachers have suf f ic ient discretionary power to influence decision 
making in schools? 
6. Many teachers seem to insulate themselves from influences or 
responsibilit ies that are not direct ly connected wi th their immediate 
teaching. Is this a problem for the inspectorate? 
7. How successful would you judge the Appraisement System to be in 
f inding and selecting teachers for positions of responsibil i ty? 
8. Has the regional izat ion of the Education Department functioned to improve 
relationships between teachers and inspectors? 
9. His tor ica l ly , some aspects of the Inspector's role have been in conf l ic t 
w i th Teachers Union at t i tudes. Has this altered at all in recent years? 
10. How would you respond to the suggestion that state education in 
Queensland is inhibited by an excessive emphasis upon administrat ive 
procedure? 
11. To what extent should a school's immediate community be involved in 
pol icy-making for the school? 
12. Is the school in danger of becoming a dumping ground for many of 
society's problems? 
DIRECTED INTERVIEW SCHEDULE 295 
With: Executive Off icer /Board of Secondary School Studies 
1. What do you see as the major advantages of ROSBA procedures over 
earl ier versions of the Radford Scheme? 
In one of your Informat ion Bulletins (Vol. 10, No. 3 1980) the comment 
was made that the Queensland public were "not ready" for the Radford 
Scheme. Are thev now readv for ROSBA? 
3. Moderation meetings have been said to be a major stumbling block to 
the development of the 'spi r i t ' of Radford. How wi l l ROSBA avoid 
the d i f f icu l t ies of current moderation practices? 
Has the Board successfully established the "high v is ib i l i ty" of its 
ROSBA procedures referred to as imperat ive in Board documentation? 
Would you accept the charge that the recommendations for 'Reference 
Testing' are an admission that comparabi l i ty between schools cannot 
be properly achieved under a system of school based assessments? 
6. What is your response to the suggestion that Brisbane based academic 
interests so dominate the Board's structure that the ' layman's' view on 
assessment matters goes unheard? 
My research tends to indicate that the procedures used in the compi lat ion 
of T.E. Scores remains a source of confusion both in and out of school? 
Does the Board acknowledge this as a problem? 
8. What is the basis of the Teachers Union objection to ROSBA? 
How would you respond to my personal observation of ROSBA in that the 
procedures so far established at tempt to regulate for every contingency -
and this contr ibutes to the d i f f i cu l ty of achieving a holist ic understanding 
of the complete system? 
10. Does the existence of an educaticn author i ty paral lel to your own (Queensland 
Department of Education) create any special problems for BOSSS functions 
and objectives? 
DIRECTED INTERVIEW SCHEDULE 296 
With: Research Officer, Qld. Teachers Union 
1. In reference to teaching in Years 10/11/12 in state high schools what 
might the Union see as the most pressing problems facing teachers? 
2. What is the basis for recent Union concern over ROSBA procedures? 
3. How does the Union currently view the Teacher Registrat ion process? 
4. How satisfactory is the Appraisement system? 
5. Increases in size of the various educational ' inst i tut ions ' , such as the 
Union, seems to be contr ibut ing to a sense of al ienation amongst some 
teachers. Is the Union sensitive to this? 
6. What is the Union's at t i tude to the retent ion of corporal punishment in 
state schools? 
7. Some teachers and other prominent educators have publicly expressed 
the view that the Union Executive acts on its own behalf rather than 
real ist ical ly representing the interests of teachers. How would you respond 
to this charge? 
8. Is i t possible to make a dist inct ion in funct ion for the Union; between the 
Union as custodian of the industrial rights of teachers and the Union as 
an author i ty contr ibut ing to the educational development of students? 
9. When a teacher is disciplined for misconduct what Regulations are involved 
to deal w i th the issue? 
10. What is the o f f i c ia l position in regard to compulsory membership of the 
Union? 
11. During normal school hours, what amount of t ime are teachers expected 
to spend in actual teaching? 
12. How does this vary for classified positions? 
DIRECTED INTERVIEW SCHEDULE 297 
With: Shire Clerk - Pittsworth 
Available census data (1981) show a population decline for this Shire 
( from 3714 in 1976 to 3605 in 1981) and yet an Increase in the 
number of dwellings f rom 1186 to 1251 for the same period? How 
can these trends be explained? 
Zk What is the rat ing structure in the Shire and how does i t vary for 
town and countrv? 
3. What would be an average annual income of the family 'breadwinner' in 
the Shire? 
4. How would you describe the level of social and economic prosperity 
in the Shire? 
5. Who are the major employers in the Shire and what occupational trends 
are occurring? 
i» What is the pol i t ica l outlook and a f f i l ia t ion of most people in the Shire? 
7» How 'v is ib le ' is the state high school to the Shire community? 
i , A comment made during my school research in the town (and i t was a 
comment d i rected ' towards the school's Work Experience Program) was 
that " this community looks af ter its own". How would you interpret 
this descript ion of community att i tudes? 
% What happens to young people af ter they leave the state high school in 
this Shire? 
10. What is the age structure like in this Shire and what are some of its 
consequences? 
DIRECTED INTERVIEW SCHEDULE 298 
With: Shire Clerk - Jondaryan Shire 
1. Avai lable census figures (1981) for the Shire show an increase in population 
(6576 in 1976 to 7832 in 1981) and in the number of dwellings (1976 in 
1976 to 2426 in 1981). How can this change be explained? 
I. What is the rat ing structure in the Shire and how does it vary for 
town and country? 
3. What would be an average annual income of the family 'breadwinner' in 
the Shire? 
4. How would you describe the level of social and economic prosperity 
in the Shire? 
5. Who are the major employers in the Shire and what occupation trends 
are occurring? 
6. How would you describe the pol i t ical outlook and a f f i l ia t ion in this Shire? 
7. A comment made during my school research in this town (and i t was 
a comment part icular ly directed at Work Experience Programs) was that 
"this community looks af ter its own". How v/ould you interpret this 
description of community att itudes? 
8. What happens to young people af ter they leave the state high school 
in this Shire? 
9. What is the age structure like in this Shire? 
10. How 'visible' is the state high school to the Shire community. 
DIRECTED INTERVIEW SCHEDULE 299 
With: District Moderator - English 
1, A number of English teachers have communicated to me the view that 
many teachers believe that 'English can be taught by anyone'. How 
general is this perception and what is your response to i t? 
2. It appears that in many state high schools English is taught without 
explicit classroom acknowledgement of d i f ferent student abi l i t ies. 
Should English teaching be streamed? 
3. What are the major constraints on English teaching in school? 
4. Is English teaching suf f ic ient ly clear about its objectives? 
5. Would you prefer a return to external ly set and marked examinations 
in English for Year 12 students? 
6. Is there a noticeable division in English teaching between the ' funct ional 
grammar school' and the 'language experience school'? 
7. How are English teachers coping w i th the increase in numbers of 
'non-academic' students in Year 11? 
8. Cr i t ic isms have been made about the processes of 'moderat ion' of Year 
12 work especially. From your perspective how meaningful are moderation 
meetings? 
9. A number of teachers I have interviewed have suggested that ROSBA is 
contr ibut ing to the 'destruct ion' of English as a subject. Do you agree? 
10. We freguently hear str ident cr i t iques f rom employers and other groups of 
the wr i t ten English performances of students who have recently lef t 
school. How valid are these cr i t ic isms? 
11. Is the role of teacher of English in high school d i f ferent from the role 
of teacher of mathematics? 
DIRECTED INTERVIEW SCHEDULE 300 
With: District Moderator - Mathematics 
1. What are the major constraints on maths teaching in state high schools? 
2. Mathematics is one of the few subjects d i f ferent iated by complexity in 
the syllabus. Why has d i f ferent ia t ion occurred in maths and not in 
other subjects? 
3. In a 1982 edit ion of the journal of the Maths Teacher Association 
a leading ar t ic le called for a return to externally set and marked 
examinations for Year 12 students. What does this represent? 
4. A recurrent source of concern during the 10 years or so of the Radford 
Scheme centred about the issue of 'moderat ion' . From your standpoint 
as d is t r ic t moderator what would you see as the problems of moderation? 
5. Is ROSBA an appropriate development of the Mark I version of Radford? 
6. What administrat ive problems does ROSBA pose for ordinary maths teachers? 
7. Is the compi lat ion of T.E. Scores in any way influenced by a student's 
selection of subjects in Year 12? 
8. My research tends to indicate that students in high school, even the 
bright ones, perceive the maths that they are taught as abstract and 
in ferent ia l . Is modern maths abstract to the point where i t is 
al ienat ing students? 
f . Teachers, parents and students frequently accord more prestige to maths 
than to other school subjects. What are some of the consequences of 
this? 
10. How wi l l maths teachers accommodate the increasing numbers of 'non 
academic' students returning to studies in Year 11? 
DIRECTED INTERVIEW SCHEDULE 3 0 1 
With: Executive Officer, Board of Teacher Education 
1. In my research, teacher att i tudes towards registrat ion vary f rom 
scepticism about its purposes to open host i l i ty . There seems to be onlv 
muted support. Why is this? 
Is it true that Registrat ion merely duplicates functions already carried 
out by employing authorit ies? 
3. What is the rationale for an annual registrat ion fee instead of a once 
only fee? 
~i. How successful has the registrat ion process been in gaining professional 
recognit ion for teachers i.e. w i th the general public? 
5. Why does Queensland persist w i th a separate Board of Teacher Education 
when other states have in recent years moved towards the concept of 
an inclusive post - secondary education commission? 
6. Your documentation (Circular September 1980) tends to suggest that the 
impetus for Teacher Registrat ion arose wi th in government administrat ive 
machinery, rather than in the general community. Is this a true 
representation? 
7» Legislat ion concerning disciplinary provisions for teachers who commit 
offences is unclear as to the definit ions of 'misdemeanour'. What are 
some examples of these? 
8. In making recommendations for registrat ion, school principals have 
considerable discretionary power. Is this seen by the Board as an 
advantage, as unavoidable, as necessary but a disadvantage? 
9. Approximately how many refusals of registrat ion does the Board make 
each year? 
10. What changes have been undertaken by the Board in regard to registrat ion 
since 1975? 
11. Is It possible to separate the industrial f rom the professional issues in 
registrat ion? 
DIRECTED INTERVIEW SCHEDULE 302 
With: Secondary Transition Education Project Officer 
1. Who are the ' targets ' for the Secondary Transit ion Education Project? 
2. What are the aims of the project? 
3. Hov/ did you come to be assocated w i th the project and how do you see 
the association developing? 
• 4. Work experience programs in schools have recently been described as 
'schooling^ new legi t imacy' . What do you understand by this? 
5. Who typical ly becomes the ' t ransi t ion ' resource person in state high schools? 
6. What common elements of content are emerging in transit ion programs 
developed by part icular schools? 
7. Do rural and urban schools vary in their enthusiasm for, and commitment 
to, the STEP? 
8. In your journal 'Transaction' No. 1, 1982, you describe the role of 
'Regional Transit ion Education Teachers'. How are these people selected? 
9. STEP has teams working w i th Curr iculum Branch on "remediat ion of 
basic or essential competencies". What does this say about conventional 
learning experiences provided for Years 8, 9 and 10 students in state 
high schools? 
10. There are current ly a number of large scale ' in i t ia t ives ' occurring in 
state schools in Queensland. Examples I can think of include Projects 
CUE and ROSBA. Are there links between STEP and these or similar 
in i t iat ives? 
11. It has been said that the average Year 10 teacher is no longer able to 
cal l upon the adage - "Work hard at school now and you' l l get a good job 
later" - to just i fy his presence. Are Year 10 teachers suffer ing a 
crisis of credibility? 
12. Have STEP and related personnel talked extensively w i th Year 10 and 11 
students who have either completed ' t ransi t ion ' experiences or are about 
to undergo such experiences? 
DIRECTED INTERVIEW SCHEDULE 303 
With: School/Parent Consultant - QINSEC 
1. What are the sorts of concerns that parents have about schools? 
2* How knowledgeable are parents about what goes on in schools? 
3. Do you feel that schools are suf f ic ient ly knowledgeable about the home 
background of students? 
4. How receptive are schools to the idea of increased part ic ipat ion in the 
processes of schooling by parents? 
5» What are the areas of school l i fe that parents might become more 
direct ly involved in? 
6. What from your perspective are the major sources of constraint on 
students? 
7, What f rom your perspective are the major sources of constraint on 
teachers? 
L How true is i t that demands for improvements in school - community 
relations come from the pol i t ical sphere rather than from the 
community? 
9, How ef fect ive are organizations such as the P & C Associations? 
10. Is your role in any way subject to the attentions of educational pressure 
groups? 
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APPENDIX G 
SAMPLE SCHOOL A 
ADMINISTRATIVE STRUCTURE 
SCHOOL A : ORGAN!ZATlOivJ 305 
PRINCIPAL 
DEf-^UTY PRINCIPAL 
Support Staf f 
C lerk - typ is t ; Lab. A t tendan t ; 
5 Teacher Aides; Jani tor , 
Groundsman; 1 F/T Cleaner, 
6 P/T Cleaners. 
SENIOR MISTRESS 
j English 
4 SUBJECT MASTER5/MISTRE5SES<^^^^^^^^^^^ '^^ 
Y^c ionce 
! Social Science 
TEACHERS TEACHER L IBRARIAN 
i \ i r 
GENERAL* M A l H S / COMMERICAL ART MUSIC P.E. 
SCIENCE 
9 5 2 I 1 1 2 
M A N U A L HOME 
ARTS ECONOMICS 
3 3 
STUDENTS (472 Boys/Girls) 
Form Structure (Number of classes per year) 
YEAR 8: 8 1 h h 4^ S 6^ 
YEAR 9: 9 9 9 9 9 9 
1 ^2 3 ^4 5 6 
YEAR 10: 10 1 10^ IO3 10^ IO3 10^ 
YEAR 11: 11 1 11^ I I 3 
YEAR 12: 12^ 12^ 
* Includes: His tory , Geography, Cit izenship Educat ion, Economics, English, French. 
Student Counci l : 1 representat ive f rom each fo rm in years 8-10, 2 f rom 11 and 12. 
Prefects A School Captains: Selected f rom Year 12. 
House System: Doneley-Kent -K ing-Winten- under the control of sportsmaster 
and sportsmistress and coordinated by house teachers and house captains 
elected f rom Years 11 and 12. 
Form Captains: Elected by form members and responsible to fo rm teacher for 
class admmist ra t ion duties. 
SCiiOOL ROUTINE 306 
O f f i c e l uou r s : M o n d a y - F r i d n y Sam - 4pm 
STATE liic^i! scnonL 
1932 
A 56 perioi v/eek will operate. 
MONDAY, TUESDAY, THURSDAY, FRIDAY - 7 period days. 
;Vf:DNl-Sl)AV - 8 period day. 
(al A Parade will be held on Moaday and Ivcdnesday (9.10-9.17) 
fh) An Assembly will be held on Friday (9.05-9.17) 
(c) Form Meetings will be held on Tuesda>- ard Thursday f.9.05-9.17) 
m 
B e l l T i m e s a r c g i v e n b e l o w . 
P e r 1 
.'^er 2 
Pe r 7> 
i-. c c e s s 
•vr 1 
Lunch 
Mondav Tue/Thur/Fri 
P a r a d e 
' T l i ) - 9 . 17 
Form M t r s / A s s e n i l ) l y 
' J . u :> - J . 1 7 
9 . 2 0 
9 . 5 3 
1 0 . 0 1 
1 0 . 3 9 
] 0 ..] 2 
1 1 . 2 0 
11 . 2 0 - 1 1 . 3 7 
1 1 . 4 0 
1 2 . 1 3 
1 2 . 2 1 
1 2 . 7 : 9 - 1 . 5 0 
V.'ecincsdav 
9 . 1 0 - : ' . 17 
P e r 1 9 . 2 0 
9 . 5 3 
P e r 2 9 . 5 6 
1 0 . 2 9 
P e r 3 1 0 . 2 2 
1 1 . 0 5 
1 1 . 3 5 - 1 1 . 2 2 
P e r 4 M . 2 5 
- 1 . S 3 
P e r 5 1 2 . 0 1 
12 .34 
P e r 6 1 2 . 3 7 
1 . 10 
1 . 1 0 - 2 . 0 0 
i 
.'"tnp P l a y 
1..". "n i ne. 
For () 
r ? r 7 
i . :>o 1 
2 . 0 1 
2 .39 
2.4 2 
3 .20 
P e r 7 
P e r 8 
t 
1 
r . o o 1 
2 . 0 3 '• 
1 
2 . 1 1 i 
2 '1 4 
2 .47 
3 . 2 0 
n \'-; Hi- Till- ^.ciinnr 307 
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APPENDIX H 
SAMPLE SCHOOL B 
ADMINISTRATIVE STRUCTURE 
SCHOOL B: ORGANIZATION 
PRINCIPAL 
DEPUTY PRINCIPAL 
SENIOR MISTRESS 
3 SUBJECT MASTERS/MISTRESSES 
English 
Mathematics 
Science 
TEACHERS' -Teacher Librar ian 
'Resource Teacher 
HUMANITIES MATHS/ 
SCIENCE 
COMMERCIAL ART MANUAL 
ARTS 
HOME 
ECONOMICS 
P.E. 
YEAR 
YEAR 
YEAR 
YEAR 
YEAR 
8: 
9: 
10: 
11: 
12: 
8R 
9WH 
10T 
11T 
12W 
8P 
9WT 
lOS 
11M 
12M 
8K 
9T 
lor 
(55 
(35 
STUDENTS (400 boys and girls) 
FORM STRUCTURE (Number of classes per year; 
SB* (110 students) 
9CU 9CD (100 students) 
lOo 10CW 1DCH (100 students) 
students) 
students) 
^Designates in i t ia l of form teacher's surname. 
Student Council: None 
Prefects: 6 girls and 6 boys elected f rom year 12 by teachers and students. 
House System: Condamine-Beauraba-Yandil la 
SCI lOOL B: ACADEMfC COURSE STRUCTURES IN YEARS 10 anrf 12. 310 
YEAR 10: 
Course 1 
English 
French or Ci t izenship 
Education 
Maths (Advanced, Ordinary, 
or General) 
Science (Mult is t rand) 
(icograpMy or A r t 
History or Technical 
Drawing 
Woodwork or Home 
Economics 
Course 2 
English 
Cit izenship Education 
Maths (Advanced, Ordinary, 
or General) 
Science (Mult istrand) 
Technical Drav^ing 
Metalwork 
Woodwork 
Course 3 
English 
French or Cit izenship 
Education 
Maths (Advanced, Ordinary, 
or General) 
Science or A r t 
Typing 
Home Economics or 
Shorthand 
Business Principles 
Students choose 1 course. Selections 2 and 3 are vocat ional ly or iented but 
they s t i l l allov/ students w i th abi l i ty to proceed to years 11 and 12. 
YEARS 11/12 
Line 1 
Line 2 
Line 3 
Line 4 
Line 5 
Line 6 
English 
Biology 
Maths I 
Maths II 
Physics 
Chemist ry 
Geometr ica l Drawing 
and Perspective 
Ancient History 
Modern History 
Geography 
Economics 
Mul t is t rand 
Science 
French 
Social Maths 
Home Management 
Account ing 
Art 
• 1 . ,1 1 •* 
Students study 6 subjects select ing 1 f rom each l ine. A l l subjects can be 
studied independently of all other subjects v/ i th the except ion of Maths II 
v/hich is the corequisite of Maths I. Each subject is studied in semester 
(6 months) uni ts. 4 semester units makes up the complete subject course for 
years 11 and 12. 
3i: 
APPENDIX I 
THE ORGANIZATION OF STATE EDUCATION 
IN QUEENSLAND 
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Trtr: O K G A N I / A H O N t r GTATI: I i;M; A I K J N I N QUI IN ' JLAND 
Personni;! Services 
Planning tind Special 
Protjrnrns 
Tochniriil antl Further 
Education 
MlNr.Tl .R r O K I i;i J.-ATiOrvi 
OIRFJCTOIl-C.lCNLRA! Of LDUCATION 
DEPUTY DIRLCTOR - CW.r;: r^M, o r L D D C A r i O N -
A ' J S I G T A N T !ill''.LCTOr< f.; N i iRAL iSCHOOLt 
A^jnistiint Di rcctur-
-C'.rnerai 'f"i;innce <'< 
AdniUJiGtrntioni 
Gencrnl 
Administrat ion 
Curriculum 
Services 
PrcKchooI 
Cdiication 
Primary 
Cducalion 
Special 
flducaLion 
SncorKlary 
Cducalion 
RLCIONAL n iRfCTORATCS 
REGIONAi DIRECTOR 
Urisbanc North 
REGIONAL DIRECTOR 
Brisbane West 
REGIONAL Dlf^ECTOf< 
fjrisbane South 
REGIONAL OIRCCTOR 
Darlinr) Downs 
REGIONAL DIRECTOR 
Soulh-Western 
REGIONAL DIRECTOR 
Wide Uay 
f<EGIONAL DIRECTOR 
Central 
REGIONAL DIRECTOR 
Northern 
REGIONAL DIRECTOR 
North-Western 
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APPENDIX J 
SAMPLE OF INTERPRETIVE STRUCTURAL 
MODELLING (ISM) TEXT FILE 
317 
SAMPLE OF OUTPUT FROM ISM TEXT FILE 
If there are N elements, there are N+2 entries to be placed in a data file. The first 
N entries are the element descriptors, the conceptual labels in the case of this study, which 
are best listed in the form of an intuitively posited rank order. The N+1 entry is the preamble 
line and the N+2 entry is the relational descriptor. Thus an example of text is: 
PREAMBLE 
ELEMENT 1 
RELATIONSHIP 
ELEMENT 2 
IN THE ORGANIZATION OF EDUCATION SYSTEMS 
GOAL INCONSISTENCY 
IS GREATER THAN 
STANDARDIZED ROUTINES IN SCHOOL 
1 
2 
3 
4 
5 
6 
R e s p o n s e 
V o r 
A o r 
X 
0 
Y o r T 
N o r F 
The program then asks subsequent questions: How many elements? The value requested is the 
number of elements or concepts in the set under investigation. All questions that follow concern 
the relationship of element 1+ to N elements. The exception question is: Continue? This occurs 
after each relational step and may be used as a break if there is a large number of elements to 
be worked through. The user may reactivate the process from the break-point. If the user enters 
'Y' the program proceeds to the current step. If the user enters 'N' the file is saved in a 
restartable state vith appropriate exit messages. The stepwise nature of ISM is seen in its 
programmatic responses to the questions it asks. The responses and their meanings are: 
Meaning 
Nl is related to N2 but N2 is not related to Nl 
N2 is related to Nl but Nl is not related to N2 
Nl is related to N2 and N2 is related to Nl - they are equivalent 
Nl is not related to N2 and N2 is not related to Nl - they are separate and 
discrete 
Nl is related to N2 
Nl is not related to N2 
SAMPLE ENTRY TEXT FILE FOR THIS STUDY 
: Editor 
HP 32201/A, 7.05 EDIT/3000 MON 14 HOV 1983 10AM 
(C) Hewlett-Packard Co. 1979 
1 set length = 80 
1 set right - 80 
1 A 
1 Statutory control 
2 Standardized routines in school 
3 Occupational status 
4 Status group competition 
5 Achievement orientation 
6 Subcultures 
7 Social class membership 
8 Central authority 
9 Differential treatment 
10 In the organization of educational systems 
11 Is greater than 
12 // 
/ K ISMTEXT, UNN 
/ EXIT 
END OF SUBSYSTEM 
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APPENDIX K 
RECOMMENDATIONS 
for the organization of teaching 
and learning in school 
for the formulation of educational 
policy 
RECOMMENDATIONS 319 
For the organization of teaching and learning in school. 
t) School staf f should improve their knowledge of extra-school 
administrat ive procedures part icular ly in regard to BOSSS policy on 
school-based assessments. 
i i ] Subject masters and mistresses should lead their teams of teachers 
into enquiries about the abstract nature of their disciplines. 
Part icular a t tent ion should be paid to determining the level of 
generalization that an average 1 5 - 1 7 year old can be real ist ical ly 
expected to a t ta in . 
i i i ) Teachers should careful ly examine their self- image to discover how 
they might appear to students in the form of a benign or formidable 
author i ty f igure. 
iv) Schools should examine their rules to detect arbitrariness, inequity 
and inconsistency and, where appropriate, student spontaneous 
interests should be accommodated by amendments to rules. 
v) Schools should develop ongoing, sensitive mechanisms for uncovering 
the teacher and student dupl ic i ty in classrooms, and to take steps 
to rec t i f y this by creat ing more opportunities for individual teacher -
student in teract ion. 
vi) Teachers need to make concerted ef for ts to improve their knowledge 
and understanding about what is occurring in other subject areas 
in the school. 
vii) Staff and students should be encouraged to part ic ipate fu l ly in school 
ventures which fac i l i ta te a col legial ident i ty . 
vi i i ) Schools should recognize the stringency of the academic regime imposed 
upon senior students and make every e f fo r t to ensure balance and 
consistency in sett ing requirements for examinations and assignments. 
Year 12 work loads in part icular should be coordinated to achieve 
par i ty in the numbers of wr i t ten assignments across di f ferent subject 
disciplines. 
IM) Where school practices are l ikely to be the subject of public comment 
and/or c r i t i c i sm, for example in regard to such matters as the 
wearing of school un i form, i t is recommended that schools provide 
in the prospectuses they issue to parents, a clear and succinct 
statement of school policy and rationale for the said practices. 
l ) Schools should continue to seek f lex ib i l i t y in such matters as staf f 
al locat ions, subject and course 'bandings' for Year 10, 11 and 12 students, 
forms of student representation in school governance, organizing 
subjects by complex i ty , and pastoral care arrangements. 
320 
For the formulation of educational policy. 
xi) Consistent w i th Recommendation 9.1 of the Second Inter im Report 
of the Select Commi t tee on Education in Queensland, an amendment 
to Section 25, Division III of Part I I I of the Education Act 1964 -
1974 should be made establishing the legal status of the 'Aims of 
Secondary Education' contained in Section 2.0 of Review of School 
Based Assessments in Queensland Secondary Schools (the Scott 
Report). 
xii) In continuing its review of school based assessments the Board of 
Secondary School studies should establish and maintain a series of 
public in format ion seminars on al l aspects of the computation of 
Special Subject Assessments and the T.E. Score. These seminars 
should be organized regionally, on a twice yearly basis, and should 
be widely publicized in the local media. 
x i i i ) Consistent w i th recommendations 8.9 and 8.32 of the Final Report 
of the Select Commi t tee on Education in Queensland, the Queensland 
Department of Education should increase its ef for ts to improve 
col legial relationships between of f ice holders in the schools and 
administ rat ive sectors of the Department. 
xiv) Consistent w i th the spir i t and purpose of the Scott Report and the 
Report of the Select Commit tee on Education in Queensland, an 
amendment to Part IV 'Compulsory Education' of the Education Ac t 
1964 - 74 should be made in which the role of parents as the primary 
educators of their chi ldren, and their r ight to have children educated 
according to conscience, is legally safeguarded. 
xv) The Board of Secondary School Studies should cooperate w i th 
schools to develop ways of formal ly recognizing extra-curr icular 
act iv i t ies as part of a student's legi t imate achievements. Extensions 
to the procedure of Board Registered School Subjects could fac i l i ta te 
this object ive. 
xvi) The Queensland Department of Education should take steps to 
periodical ly in form its teachers of their legal-obligations and status 
and to ensure that any inconsistencies arising out of the interact ion 
of the 'Education Regulations of 1971' w i th Section III 'Duties of 
Of f icers ' of the Public Service Ac t 1922 - 78 are reconciled 
through clear and simply stated administrat ive guidelines. 
